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This study illustrates the underlying premise that

certain classes of participants may be adversely affected by
organizational experiences in ways that are not normally recognized.
Schools belong to a set of organizations whose primary function is to
socialize organizational members. This function is described as the
providing of a process to a recipient class, and structures utilized
for this function are termed process events. Process accounting
entails the arrangement of career data on individual recipient class
members into longitudinal data files and the typological analysis of
this information relative to output measures which bear on the
socializing goals of the organization. Process accounting is
interpreted as a sociological model of school accountability because
it illuminates the impact of group structures on different student
subgroups. The case study focuses on the impac¢t of a high school?s
ability grouping and letter grading practices on 9th grade black
students differing in social status. Study findings indicate that
students of low status situated in academically competive English
classes manifest considerably lower output measure profiles than do
their peers. Several explanatory theses are considered. (Author)
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PREFACE

This report describes ¢ methodological schema for assessing the
effects of organizational sfructures on participants in ce;rtain‘kinds of
organizations. When a school adrriir‘li:‘:irator considers the merits of "open”
classrooms, when he weighs the virtues of pass-f;:il versus letter grades,
when he evaluates modular scheduling, in each of these ir~rstance,5 he is
seeking to detemine the effects of organizational structures on students.
Similﬁrly, when the educator examines the intemal dynamics of these
various structures, he is focusing on the process of. education. The
sociological notions of process and structure which underlie this study
sweep across the spéctrum of educational practices and 1 believe they give
a useful order fo these.

Because this is a sociological ;nonograph--an academic dissertation--
as well as a report of educational reséarch, readers may wish to search this
document differently depending upon their own inferests. The discussions
of social theory in Chapter Two and formal methodology in Chapter Three
may be of greatest interest to researchers. On the otHer hand, Chapters
One, Six, and Seven deal with issues that are central to the educator's
role. These chapters point up the influences of structural arrangements on
students and they suggest ways in which the educator may intervene to

make these influences consistent with policy objectives.
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CHAPTER 1

ACCOUNTING HUMAN CHANGE [ -ORGANIZATIONS

[t is true, as psychoanalysis continually point out, that
people do often aave "the increasing sense of being moved by
obscure forces within themenlves vwhich they are unable to define."”
Bul iF iz ant fior, ms Gonest Jeror conly !, b tets el
enemy and danger is his own unruly nature and the dark forces
pent up within him." On the centrary:  "Man's chief danger”
today lies in the un..ly forces of contemporary sociely itself,
with it alienating methods of production, its enveloping
techniques of political domination, iis intemational anarchy=~in
a word, iis pervasive iransformaticns of the very "naiure" of man
and the conditions and aims of his life.

(C. Yviight Mills, The Sceivlugical inginatiu)

What are the forces that shape man's "nature” in the modem world?
Few educated people believe tcday that man's psyche is the inevitable result
of his qenetic in.zritance. A psychological component of human development
is readily accepted. The ancient controversy of nature versus nurture has
given way to an almost universal conciliation that both forces are strong
determiners of the human parsona.

But old Wellanschauung tend fo reussert themselves and this clearly
has occurred in the area of man's naive notions of his own development.
Though the immebile visi~n of man as the inexorable fulfillment of his
physiological: grain has been discarded, anrequally fatalistic vision has come

to replace it. 'Promethian mar emerges now from the forge of a family life

in which his psyche is fused at an early age. Psychological man is scarcely

N
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less prev tined then his physiological foiceunner,  He is the produdt of

nature and nuriure alike but tikewise k2 is a preduct and thatr means that

he is a static entity which somehaw evporiences bub is net tronsforeed by
experience.  Man is cencoded a formative, piycholagical peviod from which
he steps into a character that is frozen.

This vision of man has a lot to do with the nature of our institutional
life and ceracially with bumancratic life. 1t <~ys that men is saiionolly
adaptive within the limits of his fixed psyche. Saying this immediately
exonerates institutions from the possible moral burden of altering psyches.

[t interpreis all intercclions ':*:eiweer, man and organizations in which they
participale as iran:achions. Nowhera can this point be seen mer2 clearly

and complelely than in our public schools. Siudents enter scheols with

(%

cerlain potentials to acquir: knowledge and ways of decliyg with peers.
The extent to which students approximate their full cognitive and social
polentials is said to reflect either their family situation or their motivated
rational desires. For example, it is said of the "underachiever" that he is
not "trying" haid enough or that he is bothared by mroblems "at home.*
Neither explanation allows for the possibility that the student's lack of
motivation may iizelf stem from the kind of school experiznce that he is
provided. The mythology of man's fixad nature helps to discount situatioral
elements by posiiing the exisience of free choice, conditicned o. 7 by
man's psychological ciisposi.‘ion to prefer certain allernatives.

This mythology protects many organizations from the need to assess

3
carefully Their own structured ways of treating peop [+ does this by

o




placing the onus of failure on the individual and on his family. It is

scarcely surprising then to find a veried array of ancillary "therapeutic”

scrvicss to iraat individual end family failues.  They am condimenis of
a psychological cra. Their existence is further ceriificutien of the

blamelessness of institutions such as schools.

The above description overstates the exient to which institutions are

<4

4
£oa Conms sharn  ecitical scoroiim ] SnE Vaos fieid ~|| d crocran
free from snarp, cortical scrufiny. In recent yeos, G newd cclled rrogram
evaluation has developed which seeks, in part, to specify ways in which

institutions themselves fail or succeed. This dissertation applies sociclogical

and program evaluation metheds to the cnalysis of a high school's grouping

1

and grading practices. ! The porficular school's practices are not unusual:
their analogs probably could be found in most comprehensive public high
schools in America. The central importance of this study is the systematic

presentation of a methed for looking at schools.  This methed focuses primary

* attention on organizational siructures—-on the ways in which they affect

1This study has several antecedenis which should be mentioned here.
David E. Wilder's study of student grouping practices in Pluinfield, Mev
Jersey provided the model for organizing school records in order fo examine
grouping practices. See Williarn P. Anderson (dir.), Grouping Students for
Instruction in the Plainfield, New Jersey School System (New York: Institule
of Field Siudies, Teachers Colizge, Columbia University, 1969}, ep. 31-102,
Wilder's subsequent work in " Transurbia,™ in which this writer assisied,
further developed this medel. The data base used in the present study is an
enlarged version of the data file developed in conneciion with the Transurbia
woik. For reporis of this work, se¢ David E. Wilder and Alan S. Blumner,
"Student Allocation Decisions: An Analysis of Differeni Grouping Procedures
and Consequences” (New York: Paper presented at the American Educational
Research Association Annual Meeting, February, 1971), and David E. Wilder
and Alan S. Blumner, Some Sociological Aspects of Studeni Allocation in
Two Racially Mixed Suburban FHigh Schools (New York: Program for
Situational Analyses, Teachers College, Columbia University, 1972).

O
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studenis' motivations and aims. The novelly of this meihod is ihat it steuis
from the premise that in iheir ordinary, nonexperimental functioning,
organizations like schools often transform the nature of fneir clients in
unwanted and unreclized ways. This method goss beyond most evaluation
designs in thdt it provides a systematic undersianding of which student
subgroups are most adversely affected and why.! Doing this shows that
human changes arise in pradictalle woys from certain kinds of orgenizational

participation.

Voccbulary and Conceptual Framework
/ 5

Though the specific focus of this study is the educational system of
the high school, the arguments found here should apply to a large class of
organizaiions. A cenhal characterisiic of industrizlized societies is the

develepment of large complex organizations which' intervene in the production

of goods and services fo members of the society. As such organizations

oroliferate, the prokability of an individual's direct participation in them

increase: so that their socicl imporiance is at least hwofold: as facilitators

of goods and services; as providers of distinctive life expericnces. Large

organizations offer pariicipation at a variety of levels: as worker, as

] 1The argument here is that ordinary evaluation studies have the rather
limited cim of J«temining whether a given progrem or practice results in an
overall educational gain in contrast fo its predecessor or to corresponding
practice in a control situation. Ordinarily evaluations do not specify which
subgroups berefit most or which least, nor do they seek to explain variations
in subgroup benefiis.
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manager, as client, as owner. A subset of bureaucracies, to which this

study directly relaies, offers « distinctive form of participation termed here

process racipiency. Schools, hospijais, mental institulions, relormafories are

all examples of such prople-nrocescing orznizations. | Each possesses

a clearly demarcated set of participants whose organizational role is to be
the recipient of a process called in these varying contexts education, healing,
Thot is, os a general rulz, the raison

d'etre of such organizations is to process a clearly designated recipient class.

This idea may be elaborated into a full concepiual framework. The
distinctive gocl of ihese organizations provides a siarting point for inis
concapival developmizat by suggesiing a condrast with a familiar subser of

bureaucracies-—business organizations, In the business sector the creation of

profit is the primary organizational goal, and managerial decision-making is

quite nommally subjugated to perceptions of resulis calculated on a profit basis.

e

Sustaining this organizational patiern is the realizaiion thot [ailure fo achieve

this primary organizational goal may result in the desolution of the

1The idea that organizations which process people may have distinctive
characteristics is not original. See Stanton Wheeler, "The Structure of
Formally Organized Socialization Settings” in Orville G. Brim, Jr. and
Stanion Wheeler, Sociulization After Childhood: Two Essays (New York:
John Wiley & Sons, Inc., 1966), pp. 53-116.

2The notion that students are recipienis of a process suggests that they

play a passive role. This connotfation is not infended. Quite clearly
studenfs are expected fo be active secekers of educational gains. This
termindlogy is only meant fo point up, for evaluative purposes, an analogy
between specific subclasses of organizational participants and raw materials

in industry. For the organization to be successful, it must succeed in
socializing recipient class members; similarly, industry has fo transform raw
materials into an "improved" product.
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organization iself, or what may be equally devasiating from Ihe manager's
point of view, in a restructuring of ifs personnel. There is then a compelling
logic, Darwinesque in naiure, which forces business managers to ponder goul
atfainment. Are monagsis in .peoPL:-—processin.g organizations similarly
concerned with goal attainment? What is the relationship between decisions
conceming process and dominant organizational goals?

T 1is disseriation derive from a concern wiih the

the mai‘or jopics o
treatment of people in organizations. Because this freatment is supervised by
other people, an aiiempt is made fo ap;oly to the situation of manager in a
people-processing organization the logic which relaies goul etiainment to
decision-taking in ihe business model. Here ﬂ*‘;s; primary gea! is fo procass
people cffectively, not to create profit. Censistent with his organization's
central purpose, the business manager utilizes some form of cost accounting
in order to assess alternative actions: how might a *process manager” act

similarly? Clearly if he is fo act in a paraliel fashion he requires some

system for process accounting. He needs a method for estimating the extent

to which administrative actions promote the desired ends of process, be if
education, therapy, healing, etc. This method should call attention fo
situations .where processing is having adverse affects on recipient class
members. In this dissertation we shall consider in detail such a process
accounting method and we shall exe-mplify this rr;efhod in a case study of

grouping practices in a public high school. !

1By way of clarifying the notion of process accounting ‘and ifs meaning
in a school contexi, we might consider the tantalizing and ironic history of




7

ERIC

- e

"scientific” accounting procedures used by school adminisirators to evaluate
program effectiveness. The process accounting methed developad in ihis
study depends on a caraful analysis of school records. The idea thal school
records should be examined sys ﬂn’ohcali\/ and C‘Ifl(‘dlly by school administra=~
tors with the aiin of evaluuiing scheoi progrums is nof novel., Ruymond
Callahan demonstrates in Fducation and the Culi of Efficiency that the
movement which resultzd Tn tha ‘riaiesionalizenicn” of schocl odainisirators
in the period befween 1910 und 1930 was ciosely tied to the adoption of
"scientifically" rigorous, business-type accounting procedures by school
managers.  Callahan's discussion is worth summarizing because it illustrates
how administrative review of school functioning has tended to avoid hard
questions of progrum effectiveness in favor of nen-educational concerns

vith pregram cost.

Callahan's thesis is that a variety of factors made highly-touted cost
accounting procedures atiractive to school adminisiraiors. These had become
popular in business in the early twentieth century, « period in which
business had great prestige. The "scientific" methods associated with
Frederick W. Taylor's revolutionary indusirial studics scemed fo offer a means
to administratively mamoulate productivity. School cdmlmsfrai‘ors were

e
Y

vulaaiioe 1o cridicion by kiy school boad membos mony of whom were
businessmen. These factors disposed schoolmen of this pﬁruod to acquire at
least the lustre of business-like precision in their supervision of the school
organizaiion. Coincident with these pressures was the incredased role of

a small, dominent set of graduate training institutions with specialized
programs in educational cdministration which laid- great stress on the fiscal
component of the administrator's role. What had staried as a faddish style
soon became a highly reinforced social system which defined the roie of the
school superiniendent incasingly in terms of his relufionship to the budget
and decreasingly in terms of his relationship io educaiional program design.
Callchan documents how this ethos has been perpetuated through the
influence of graduate departments of educational administration.

Callahan is acutely aware of the irony in this wholesale borrowing
from the business secter. Cost accouniing in business directly relates fo the
dominent organizational goal of profit accumulation yet this has no counter-
part in public education. His well-argued thesis is thal educaiional decisions
tended, to be aictoried into a framework of cost accounting wherein the value
of programs was reckoned as their per-pupil cost and dishearteningly scant
atfention was paid to the educational and social values which schools claim
to advance. Callahan uses the name "cult of efficiency” to denote this
slavish and inappropriate attention to cost accounting.

See Raymond E. Callahan, Education and the Cult of Efficiency
(Chicago: University of Chicago Press, 1962).
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Implicit in the concepiual devilopment of process accounting is the
notion that specific organizaiional features are designed io prowmote the
socializing goals of the organization. In schools thrse featuies include
grouping and grading practices which are ihe subjects of the case analysis
in this study. In other people~processing organizations, these might include
work aroups, therapy sessions, work release programs, etc, These strategic
organizational feafures mighi be cclled process evenis since they are sharply
demarcated and related fo the processing goals. Process events are
conceptually analogous fo product lines in business in that they are infended
to be the mechanisms through which organizational goals are realized, Like
product lines, they may be readily manirvlated by orgenizational monagers

>

to further the ends of the organization. Where the parallel diverges most

@

sharply |sm the area of concern to this study: product lines are cost
accounted in business and so related directly to those organizations' primary
goal of profit accunlation whereas pfocss; events are not systematically
studied relative fo goal attainment in people-processing organizations.

The vocabulary of process accounting instantiates a heuristic g;remise
to be developed in this study. It suggests the possibility of attaching goal
atainment estimates to process evenis and ihercby evaluating them. Under-
lying fh‘is are the concemns expressed in the beginning of this chapter that
organizations may inadveriently fransf;nrm their participants. Any procedure

which claims to evaluate program feaiures in people-processing organizations

should consider the possible dysfunctions of these.




\ The need to acquire exiensive and systematic information relative to

a specified program results in a close formal similarily in design behween

process cccounting and evaluaiion.  This correspaondence is deseribed in d2tail

in Chapier Three which depicts the methodological schema of precass cceounting.
The distinctive characteristic of process accounting pertains to an analytic

mechanism which features subgroup differences relative to the experience of

—

a oarticular process eveni. This machanism involves the eleboration of
)

subgroup typologies=-a familiar device in survey analysis.

A

In summary, process accounting might be said o designate a complex
kind of evaluation design. It might also be said jo represent a general
system of accouniehility, to use a ferm faat is cumrentiy quite popular in
educational circles. ] Accountability implies increased visibility. And
while this notion has an obvious reference to the politics of education, it

\ . )

1,80 suggests something which is very much a premise of process accounting.
It suggests that the usual, eveiyday funciio.ning of schools should be
systematically scrutinized. This is implied in the conceptual framework and
vocabulary of process accounting. It is nof normally implicated in the
notion of evaluation, which tends to refer to the analysis of special,
experimental arangements. The concluding chapter to this sfudy suggests

- that process accounting represents a sociological model of school

accounichility because it makes visible effecis of struciural arrangements.

TN consensual definition of accountability in educaticn is available.
For a series of arficles touching upon this subject, sce Phi Delia Kappan,
52, December, 1970, -

ERIC
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Scope, Plan, and Objectives of Study

The major chjective of this work is to demonstrale a methodology for
analyzing the effecis of organizational arrangemenis on participanis in people-
processing organizations, and a fairly iniensive analysis of several processing
practices in a single high school will be presented. The scope of the
present work is guided by the requirements of the case study so that most. of
the discussion which follows this chapter is specifically keyed to issucs
pertinent to this. Hopefully the foregoing discussion has suggested the
generality and significance of the problems to be deali with here in sitve.

Between this chqpfér and a case study analysis in Chapier Six, we
will deal with several kinds of intervening issues. In Chapter Two we
will consider sociologicul iheories relating the struciure of groups to the »
effecis of participation in them. Much of Chapter Two reviews the work
of sociologists on the effecis of educational groups. Citing R. K. Merfor},
we will observe that a unified theory of reference group bchavior is implicit
in these other writings. This unified theory provides several hypothetical
explanations of the findings of the case study in Chapter Six. The case
study analysis will elaborate this unified model of reference group theory
and a major conclusion of this study in Chapter Seven will be to note the
usefulness of process accounting for the further development of theory related
to structural effects,

Chapter Three has alread); been described. It confains a discussion

of process accounting design in formal terms. Chapter Four presents a
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preliminary descriplion of ihe research site, Transurbia High Scheol. The.

sample for intensive analysis consisis of two high school class cohoris: these
groups and the grouping procedures in use ai the school are profiled in
Chapter Four. An important result of this discussion is fo point up ihe
rationale for the narrow focus of the case study in Chapier Six. In Chapter
Five, fhe‘louipuf measure used in the case study is described and validated
as for s available data permit. This nicasuic is called the Academic
Identification Typology and it is based primarily on the students' final letter
grades in several major subjects. Because ’.‘He data file available to this
study is limited, this measure serves as the exclusive dependent varichle
against which the effects of grouping prectices are assessed,

Chapters Three through Five are technical preludes to the case study
analysis. They are reference chapters, In Chapter Six each of seven
process events related to Transurbia High School's ninth grade English
program is examined with respect to the treatment of fwo student subgroups
differing in social status. The differential impact of the seven process
evenis is examined with respeci fo the two sﬁbgroups. This inveives un
analys'is of their output measure profiles within particular process event
conditions, e.g. a comparison of studenls within a specified ability level,
Seven:al large differences are found which cannot be attributed to school
policy. As far as the available daia allow, these findings are explained
in ferms of the unified reference group theory described in Chapter Two.

This analysis serves to clarify several elements of this theory as well as to
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demonsirate its utility in the explanation of student grouping effects.
’ Chapter Seven completes ihis study by summarizing the case study analysis
in Chaptor Six. This summary arches back o the issues considered so far
in this chapter. It depicts a bond of common interest between the educator
and the sociologist in seeking fo understand the effects of organizational

structures on students.
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CHAPTER 1l -

REFERENCE GROUP THEORY

This chapter describes and analyzes a set of sociological theories.
These theorics bear on the influence of educational groups and so relate
directly to our central concerns. For the case study, we need a theory or
set of theories to suggest why diFFcring.; structural arrangements should result
in certain patterns of student behavior. Ideally such theory would yield
precise predictions of student behavior which might then be validated. Yet
we will see that such theoretical precision is hot presently available.

This discussion ceniers on sociological theory since sociology is the
field most concerned with specifying the effects of group properiies. Research
in oducational settings by sociologists has' produced two apparently competing
models of group influence neither of which is greatly detailed nor amenable
to the production of validating predictions. In examining these, we will see
that they may be reconciled to a large degree and shown to foliow from
Robert K. Merton's general and lengthy discussion of reference group theory.
Neither theory appears to extend or enlighten Merton's perceptive analysis
of group influence. More fo the point, neither theory attempts to sort out
the labyrinth of factors which Merton suggested would affect the nature of
group influence. This review of the current sfate of the art of reference

group theorizing in education will conclude that it remains more a general
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conceptual schema than a theory of notable explanatory power.

This stirring of the waters in search of a high-powered theoretical
apparatus to affix to the mrcsurement component of process accountion will
bring us to speculate on the apparent stagnation of theory development in
the area of group influenca. This situation in sociology contrasts vividly
with the intensc development of cconomic theories germaine to cost accounting.
In recognition of this contrast, we will consider an hypothesis ihat the
absence of refined theories concerning the influence of natural groups such
as classrooms stems from the lack of systematic measurement of these.

Support for this thesis will be iaken from a genercl consideration of
measurement developmants and concommitient cdvances in the explanaiory
systems of "hard" sciences. The upshot of this discussion will be to certify
procass accounting as a potential reifying agent for the development of social
theory. It should promotc more systematic theories of group influence in |
natural settings by facilitating theory validation and alsn by posing enomolous
findings for theoretical examination. The meagerness of the sociological
theory discussed in this chapter will not, of couise, be resolved in the case
study. But the inevitability of low-powered thecry with respect to the

influence of educational groups will be challenged.

Two Theories of Educational Group Influence

A review of sociological research on educational groups suggests there

are only two major theories of group influence presently holding stage.

(Later we shall say that these nominally independent theories are really only
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tenets of a single, very broad and unified theery.) The basis for proclaiming
this limited nuinker of socioiogical theories is that the compaurative study of
differing cducational cenlxels is a recent daveloprent that emerged Tully only

1

with the Coleman report, Equality of Educational Opporivnily.' At present

there is no significant sociclogical literature comparing the effects of
inha-school groups such as classroom units so that most major sociological

work on educational contexis has treated the scheol as the contexiual variable.
Such siudies tend to be costly in that they are likely to involve a minimum of
ten schools. The limited inventory of sociological thecries concerning the
influence of educational contexls is partly a direct result of the rarity of
contertual studies but it aleo rflacts the pragmalic, atheorclical tint to much
of the work which has occurred.2 These studies tend to focus on practical

issues set by the funding agencies and underexplore the theorelical implications

1James S. Coleman, et al., Equality of Educational Opporiunily
(Washington: U. S. Government Printing Office, 1967).

27he Coleman report, op. cit., is an excellent :example of an
ngtheoretical contextual study, Less glaring is Rsbert E. Herrioit and
Benjomin J. Hodgkins, Socioculivral Context and the American School :
An Open-Systems Analysis of Educational Opportunify (Tallchassee, Florida:
Conter for fhe Study of Education, Institute for Social Research, Florida
State University, Janvary, 1969). Their discussion suffers irom exireme
generality, a condition that Ihe authors nole in commanting on thair central
hypothesis:  "this hypothesis (that the more modem the socioculfural context
of the school, the more mooem ifs organizational structure and functioning)
is ohviously very brocd and only one of many which could be offered in
exploring the school as an open sociocultuial syslem. i is preposcd at this
time because it can be lested with existing data,” (p. 135). Support for fhe
speculation that the paucity of theory characteristic of contexfual sludies lies
partly with the perceived, atheoretical interesis of clienls may be found in
the research chronicle by James A. Davis, "Great Books and Small Groups:
An Informal History of a National Survey," in Phillip E. Hammond (ed.),
Sociologists at Work (Garden City, New York: Doubleday & Company, Inc.,

1967, pp. 244-269.




posed by contextual analysis.

A notable illustration of the underplay of social theory which is at
once a splendid cxample of tha first "iypa® of sociol throry of cducational
groups is to be found in the Coleman report itself. The research problem
which confronted Coleman and his associates was the gauging of educational
opportunity as a factor of school context. This is a problem: of obvious
social, political, and nhilosephical interani and  hese aspeels are amply
reflected in the study report. One of Coleman's major and most celebrated
findings was that the sicial class mix of students in a school envirenment
was an important determinent of student achievement test performance.
Anothcr major finding wes that schaol plent and staffing were not evident

scurces of lower school performance in the ghetto in comparison to the

suburbs. These findings sremed to imply an obvious policy mesponse. If the

school performance of ghetto youngsters was to be 'upgraded, these children
should be afforded the opportunity to atiend school with children from higher
socio-economic groups. The theory by which Coleman “explained" ihe effects
of social mix is termed "cnvirc»nmenlal press.” Though clearly central to the
import of his study, it is not greaily claborated in the report.

Celeman's nofion of peer group influence may be gleaned in ihe
passages quoted below. Later we will sce that other educational rescarchers

utilizing this notion also underexpiain the nature of the influence mechanism:

Atiributes of other students account for far more variation in
the achjevement of minority group children than do any attributes
of school facilities and slightly more than do aitributes of
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staff.  (r. 302.)1

The resulis suggest, then, that the envircnment providad by the
studeni bedy is asvmmeiric in ils effects, that it has iis greatest effect
on those frcm educationally deficient backgreunds, The matter is of
course more complex than this simple relation, doubtless depending on
ihe relative number of high and low achicving stedents in ihe scl.ool

and on other factors. (p. 304.)

The higher achievement of all racial and ethnic groups in
schools with greater proportions of white students is largely, perhaps
whoily, releicd to effects associated with the sivdent body's
educational backyround and cpiraiicas.  Tais .aeons thot ihe uppaent
beneficial effect of a student body with a high proportion of white
students comes not from racial composition per se, but from the better
educaiional background and kigher educational aspirations thai are, on
the average, found among whife students. The effects of the student
body environment upon a student's achievement appear to lie in the
educational proficiency possessed by that siudent body, whaiever iis
racial or ethnic compositicn. (pp. 307-310.)

What emerges from Coleman's discussion is a sense of the potency of school
context as defined by student composition rather than an understanding of the

interior dynamic of the influence mechanism.

———

: The thesis that a dominant peer group imparis distinctive value | -
orientations and behavioral norms to most students in the social system of the
school is not original to the Coleman report. Indeed earlier work by Coleman
himself had reached a similar conclusion.? Alan B. Wilson describes this

process as t.e "lateral diffusion of sentimenis amony peers.“3 While this

1Pag  -eferences here and immediately below refer to the Coleman
repori, op. cit.

2 james S. Coleman, The Adolescent Society (New York: The Free
Press of Glencoe, 1961).

3Alan B. Wilson, "Social Stratification and Academic Achievement,"
in A. Harry Passow (ed.), Education in Depressed Areas (New York:
Teachers College Press, 1963), p. 218.




18

mechanism is not fully elabora.ed in Wilson's various writings, he appears to

suggest that scheol contexts effer a differential selection 6f adolescent role
models. !

Whilz pears may have an influshce on achievemont, it is
their behavior in the school setting and nof their generalized
aftitudes as expressed out of school which we should focus on to
illuminate the process of influence. Variations in the modal
socio-economic composition of a school, and accompanying variation
in cegnitive development in the primary grades, generaie norms of
intarmemone] behavior and reie-cnpociations witich awguire o forer
of their own and have a redounding impact upon the students in the
situation.  (Wilson, 1969, p. 29.)

Similarly, Alexander and Campbell suggest that a balance mechenism
operates so as fo produce symmetry beiween  student's own evaluation of
e ¢ . L s e, I . 1 s - |__2 - e

a cognifive object and iis evalvaucn by an aiivactive oiner. Iheir
examination of student friendship patierns in relationship to college plans
suggests this inferpretation by demonstrating greater similarity of college
aspiration among friends, controlling for a variety of background factors. -
Kendel and Lesser also report a direct positive association befween aititudes

of friends with regard to college plans and note (consistent with the Coleman

report) that this fuctor seems of greater importence than faciors medsuring the

TAlan B. Wilson, "Residential Segregation of Social Classes and
Aspirations of High School Boys," American Sociological Review, 24,
1959, pp. 836-845, and The Consequences of Segregation: Academic
Achievement in a Northern Community (Berkeley, California:

The Glendessary Press, 1949),

2¢. Norman Alexander, Jr., and Emest Q. Campbell, "Peer
Influences on Adolescent Educational Aspirations and Attainmenis,” in
Ronald M. Pavalko {ed.), Sociology of Education (lthasca, Ilinois:
F. E. Peacock Publishers, 1968), pp. 101-113.




overall quality of school .
These various studies all suggest an imprint mechanism whereby values
are iransmitied from adolescent to adolescent. The term "environmenial press”

seems especially appropriaic to denote this theoretical orientation.” We shall

attribute to it this provisional meaning: when a value or norm characteristic

X is found widely extant in an adolescent group, any adolescent admitied fo
tion for one or several group members, or the informal persuasion of many
group members). This formulation calls atfention to wo basic features of
this theorctical érienmﬁon_: the value imparted has its patent jn the peer
group; the dynamic of trensmission may involve single influential, several
or many influentials interacting with the group member.

A second sociclogical theory of group influence has its origins in
research findings which could not immediately be reconciled with this notion
of environmental press. Siudying the relationship between graduaie career
plans of college students and undeigraduate school quality, James A. Davis
was prepared fo observe that the higher the qualiiy of the undergraduate

institution, the greater the pressure toward continued graduate education.

1Denise Kandel «nd Gerald S. Lesser, "School, Family, and Peer
Influences on Educationa! Plans of Adolescents in the United States and
Denmark," Sociology of Education, 43, 1970, pp. 270-287.

2See especially D. C. Thistlewaite, and N. Wheeler, "Effects of
Teacher and Peer Subcultures Upon Student Aspiration,” Joumal of
Educational Psychology, 57, 1966, pp. 35-47.

3James A. Davis, "The Campus as a Frog Pond: An Application of
the Theory of Relative Deprivaticn to Career Decisions of College Men,"
American Journal of Sociology, 72, 1966, pp. 17-31.
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However, when he controlled for scholastic aptitude, and freshman career

preferences, (but not for student grade point average), Davis was able fo
marshall data indicating a zero or negative correlation baiween school
quality and the decisions of male un;iergmduc:ies {o enter high-performance
career fields. This finding contravenes our common sense suspicion that
high quality undergraduate institutions should have a leavening effect on
the carcer choices of their studénts. It also vuns counler to « direct
application of the notion of environmental press since it suggests that
students are somewhat less likely to acquire a characieristic X if they
associale with others who seem likely to acquire this characteristic.  To
phrase the Davis finding at an individual level so that its bizare aspect
is most prominent would be to observe thai a bright student, intent on
acquiring a Ph.D. in nuclear physics, is more likely to preserve that
intention through four years at Podunk University than at M.1.T.

As a means of explaining this appc;l'enr anomaly, Davis draws on
the theory of relative deprivation as this emerged from the work of Stouffer
and his colleagues on the American soldier.] His interpretation is guoted

below:

The theory of relative deprivation suggesis the following
interpretation of our data: (a) In making career decisions regarding
the high-performance fields (which generally require graduate
training), the student's judgment of his own academic .ability piays
an imporfant role. (b) in the absence of any objective evidence,
students tend to evaluate their academic abilities by comparison with

Isamuel A. Stouffer, et al., The American Soldier: Adjustment
During Army Life (Princeton: Princefon University Press, 1949). 1, 1.

R




other students. (c) Most of the other studenis one knows are those
on one's own campus, and since GPA's (grade point averages) are
reasonably public information, they become the accepted yardstick.
(d) Comparisons across campuses are relatively rare, and where ihey
take place it is difficult to arrive af an uncrabiguous conclusion
because institutional differences are not well publicized; even when
these differences are known, there is no convenient scale comparable
to GPA for drawing conclusions: (e) Since more couclusions are
drawn on the basis of GPA standing on thé local campus than by
comparison with students on other campuses, GPA is a more important
variable in influencing self-evaluations and, consequently, carcer.
decisions. (Davis, 1966, p. 25.)

In apparent contrast to envitonmantal press, the theory of relaiive deprivation
suggests that students do not acquire characteristics solely by means of a divect
imprinting. Instead it suggesis that twey use their peers as a reference group
to formulate sélf-evaluatiohs so that certain student contexts may produce
unrealistically low self-estimates. Davis dignifies this phenomenon with the
term “frog pond effect™ which he borrows from the aphorism, 1t is betier 1o
be a big frog in a small pond than a small frog in a big pond."

Davis himself is acutely aware of the apparent opposition of Hfrog

pond effecis® and the theory of environmental press. His remarks on this
point are very suggestive, and again, we shall quofe him at ]engfh:

There is no rule that all compositional effects should have the
same statistical structure, but it should be noted that our data
constitute an exception to a trend of research findings.

The contradiction may perhaps be resolved by recalling Kelley's
distinction between the nommative function of reference groups, -
nsources and reinforcers of standards® and the comparative function,
"comparison point against which the person can evaluaie himself and
others.” Kelley's distinction suggests the following general contextual
hypothesis: The greater the proportion of a group possessing of
indorsing some characteristic X, the more likely ir is that a newcomer
will tend to become favorable toward X and the less likely it is that
he will view himself as possessing X to any unusual degree. (Davis,

1966, p. 30).




22
The distinction which Davis atiributes to Kelley concerring the normative and

comparative furiclions of reference groups may also be found in Merton's work

]

on reference groups lo which we shall next turn.' In addition fo recenciling

the apparent opposition of the theoretical perspectives described above, our

examination of Merton's work will suggest the scope and complexity of group
influence theory and illusirate a range of factors not systematically treated

in the research we have reviewed,

i A Unified Theory of Group Influence

Merton's discussion of reference group theory is contained in fwo
lengthy csscxys.2 The concept of relative de rivation (frog pond effect), as it
emerged from the work of Stouffer et al, is a post hoc explanatory schema:

We may thus tag the major function of the cencept of relative .
deprivation as that of a provisional afier-the-fact interpretive concept
which is intended to help explain the variation in attitudes expressed
by soldiers of differing social status. And since after-the=fact
interpretations have a distinctive place in the ongoing development of
theory, we shall later want to consider this characteristic of the
concept of relative deprivation at some length. (p. 230).3

1see Harold M. Kelley, "Two Functions of Reference Groups,™ in

G. E. Swanson, T. M. Newcomb and E. L. Hartley (eds.), Readings in
Sccial Psychology (New York: Henry Holt & Co., 1952), pp. 410-414,

2pobert K. Merton's discussion of reference group fhcory appears in
two articles both of which may be found in his collection of essays, Social
Theory and Social Structure, second edition, (New York: The Free Press,
1957). The First arficle, written in collaboration with Alice S. Rossi, is
entifled "Contributions to the Theory of Reference Group Behavior,™ pp. 225~
280, and the second, "Continuities in the Theory of Reference Groups and
Social Structure," pp. 281-386.

-

3This and subsequent quotations in this section are from Merton,
op. cit.
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Meron's appraisal of this aspect of relative deprivalion seems of special

importance to our present discussion since both theoretical orientations
descrilbed in the pravious section were also inductive, post hoc schemas.
What follows from this characieristic is rather enfeebling from the point-of-
view of theory development. Merion sefs this problem into a perspective
which brings some requirements for the development of useful theory into focus:

Since both membershin groups and non-membership groups,
in-groups and ouf-groups, have in fact been luken s assumed
social frames of reference in these interpretations, this at once leads
to a general question of central importance to a developing theory
of reference group bchavior: under which conditions are associates
within one's own groups taken as a frame of reference or self~
ovaluation and aftifude-formation, and under which condifion do
out-groups oi non-membership_groups provide the significant irame
of raference? (p. 233). )

—— e 8 e e

Though not explicit in this statemant of the problem, Merton was later to

distinguish "frames of reference" for self-evaluation and attitude formation

referring, as does Davis, to Kelley's distinction between the "normative" and
"comparative” functions of reference groups. However vaguely this
distinction is treated in the above passage, Merton's probing of the awesome
possibility of locafing any group as a frame of reference is a problem not
exposed in our previous discussion.

Before exploring this .point further, we will consider Merton's

presentation of the basic unity of the "normative" and “comparative”

function of reference groups:

Stemming from the theoreiic background provided by James,
Cooley and Mead, and by Hyman, Sherif and Newcomb, the
hypothesis holds that, insofar as subordinate or prospective group

members are motivated to affiliaie themselves with a group, they
will tend to assimilate the sentiments and conform with the values
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of the authoritative and prestigeful stratum in that group. The

function of conformity is acceptance by the group, just as progrissive

acceptance by the group reinforces the tendency toward conformity.

Aud the values of thase "significant others" constituie the mirrors in

which individuals see their self~image and rcach self-eppiaisals.

(p. 254).

The unifying dynamic which brings the nomative and comparative {catures of
reference group behavior together is the desire for acceptance by the
prospeciive group member which motivates his acceptance of group norms and
thus leads him to evaluate himself in terms of these norms. What was posed
as an opposition in ierms of environmental press and frog pond effect may now
be seen as a cmnpat.ibiliry. Depicied as an individual level effect, our
prospective M.1.T. éngineer will tend to acquire those values and work habits
characteristic of that highly academic environment even as his opinion of his
own abilities is lowered by comparison with these high standards. It would
appear then that environmental press and frog pond effects are different
aspects of a single, powerful social phenomenon~~that individuals acquire
values, behavioral norms, and self-images in relation to standards derived
from- groups or i-ndividuals in their environment.

Specifying the dynamic in this way brings us back to the fu}l force of
Merton's previously quoted analysis of the central problem of reference group
theory. The salient issue .is not whether the acquisition of standards is a
social act (involving reference to others) for this appears certain. The crux
of the theoretical problem is to specify circumstances which result in a

particular group or individual being utilized as either a normative or a

comparative standard or both.

- - - - - .- - - - - - - - - - - T~ - - - - 7 7 - - i
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_The complexity of this issue may be inferred from the simplc": fourfold
table below. If we disregord such obvious possibilities as that an individual
might acquire siandards froni a group to which he does not beleng (anticipatory
socialization) or that a group might present several conflicting standards to
a prospective member, this table still suggesis four basic possible outcomes
of group participation.  Considering the cells separately, cell I.refels to
an instence where group membership supplies both nermative an.a comparative
standards.  This -is the paradigm case of reference group behavior since the
group is seen fo function as a reference in a full and consistent manner.
Cell IV is the logical counterpart in that it depicis a situation where the
group has no influence with rvegard to the diffusion of standards. Celi 1l
poinis un the intriguing possibility that a group might supply a basis for
self-estimates ‘without otherwise imparting its normative climale, whereas
Cell Il symbolizes un opposite effect, that the group might provide valuz
and/or behavioral norms but not a standard for self-evaluation.  Since the
existence of an influence in any of these directions-is a matter of degree
rather than an absolute yes or no, thesc four cells simply summarize the

most elemental possibilities of group participation.

Group Membership Supplies:

Normative Standard:

Yes No
Yes | il

Comparative
Standard: No i v
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If we reconsider our previous discussion of cducatiunal gloup influence
with this diagram in mind the thcoretical meagemess of the educaiional
rescarchers' work on contextual effects becomes evident. None of ihe

research ciled sought to explain why particular eclucational coniexts have

certain reference effects in any sort of comparative way. From a theoretical
point of view, the most sophisticated of the research reports, the Davis .
article on frog pond effects, did not seek fo examine str;ciu:'al vaiiations
in contexts as a basis for explaining an apparently widespread comparative
roference effect.] Davis atiributed this effect to the influence of a locally
based, academic grading scale but he did not interpret this siructural form
as a variable itself. By implication the mere receipt of any grade in any
context whaisoever is equally likely to promote comparative reference
behavior--an interesfing but untested thesis. We do nof learn the conditions
under which grading practices promote or inhibit comparative reference group
behavior. In short, we are not informed by this rescaich on the nature of
the referencz ‘group dyncm.\ic.

Such inadequacies are defensible to some degrec in light of Merfon's
own elaborate reflections on the complexity of characterizing group structure.
Merton presents the following "provisional® list of "theoretically significant

properties of group structure” which, he suggests, might influence the selection

TA recent study of high school context reaffirms the need for close
examination of school structure if the comparative and normative functions cf
reference groups are fo be separated empirically. See Joel L. Nelson,
"High School Confext and College Plans: The Impact.of Social Structure on
Aspirations,™ American Sociological Review, 37, 1972, pp. 143-148.




of particular membership groups as reference gioups.

1.

10.
11,
12,
13.

14,

16,

17,

18.
]9.

20.
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Clarity or vagueness of social definitions of membership
in the group

Degree of engagement of members in the group

Actual duration of membership in the group

Expected duration of membership in the group

Actual duration of thé group

Expected duration of the group

Absolute size of a group, or of component. parts of a group
Relative size of a group, or of component parts of a group
Open or closr | characier of a group

"Completeness”: ratio of actual to potential members
Degree of social differentiation

Shape and height of stratification

Types and degrees of sociai cohesion

The potential of fission or unity of a group

Exl‘e.nr of social inferaction within the group

Character of the social relations obtaining in the group
Degree of cxpected conformity fo norms of group: toleration
of deviant behavior and instifutionalized departures from the
strict definitions of group-norms

The sysiem of normative conirols

Degree of visibility or observability within the group

Ecological siructure of the group

I1his list is derived from Merton, pp. 310-326.

|
ot
1




21.  Autonomy or dependence of the group
22. Degree of stability of the group
23. Degree of siability of the structuial context of the group

24. Medes of mainlaining stability of the group, and of the
structural context

25. Relative social standing of groups

} 26. Relative power of groups

Even if we allow, as does Merton, that some of these properties may be
collapsed together and that others may prove insignificant, the magnitude

of the scrting operation is not likely to whet the appetite of many empirical
researchers.  Still Mer%on'.s discussion gains stature with the passage of time:
in the fifieen years since "2 published this list of group propc;'ﬁes, reference
group theory has remained a highly general, post hoc explanatory schema.
The failure of reference group theory fo mature seems linked to the continued
disregard of group structure variations. In the next section we will sugg;:si'
that this disregard is ifself rooted in the absence of widespread, systematic

measurement of group characteristics.

Measurement and Theory

We shall begin with a statement that usefully embodies the substantive
argument of this section. Science and logic may be differentiated by the
dependence of the former on empirical data in contrast to the strict
independence of the latter. Otherwise expressed, it is not logic if it

requires evidence; it is not science unless there is evidence or unless evidence




may be imputed. Reflection will show this proposition to be self-evident but
ifs truth is nicely dramatized and related fo cur concerns here by reference
to the famous delayed validation of Einstcin's special theory of relativity,

A notuble aspect of this theorem concemed the relativily of time and motion,
so that, by implication, bodies in motion from onc another weuld experience
time differentially, Einstein's theory permitied the derivation of a number
of tosiable hypoiheses along these lines, yel their testing required instrumen-
tation and transport technologies that have become available only in recent
years. Nonetheless, the development of Einstein's theory required a

system of measurement, the notion of time and motion as inhabilants of

a fixed, consensually-validated scale.  That Einslein's work was to cast

the fixity of the scale in doubt only emphasizes the dependency of his

theory on the idea of measurement. Without this idea, there would have

been no basis for deriving testable hypotheses, no way then for bringing

data to bear on theorem, no science. The development of scientific theory

depends on the availability of measurement systems and this is prior to the
reliance of science on measurement ifself. That is, in the case of the
Einstein example, theory development did not require refined instrumentation
but it did require notions of scale and order with which to stipulate empirical
relations.

Keceping this point ir. mind, we see Merion's discussion of reference
group theory several removes from the generation of scientifically verifiable
hypotheses. Two characteristics of his discussion account for this distancing.

With respect to his list of group properties, examination would reveal most of
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these in desperate need of further elaboration and simplification.
point will not be argued here.) Secondly, for most of these properties,
no immediaiely evident scale suggests ilself.  The suspicion hare is that the

absence of scientifically verifiable hypotheses with respect to reference groups
may be partially explained by the unavailability of group property measures.
We do not have an immediaie sense of a scalar dimension called "types and
degrees of social cohrsion" or "modes of maintaining siability of the group
and of the structural context." It is not merely the case that our social

clocks are crude: they are for the most, ct nonexistent. More simply, we
do not measure organizational properties in any systematic way.

There is an additional dependency of scientific theorizing on
measurement of which the Einstein example would not be a good illustration.
Theory such as Einstein's mdy be bom of logic joined to- propositions
conceming empirical realiti‘{es. Yet sciencr does not only advance in iais
manner. |t is not uncomr:;fon for measurement systems themsclves io yield
data which cannot be explained by existent theory. The explanation of
anomolous findings may be a source of theory refinement and may even
promote major reorderings of a discipline's fheory.] Or, measurement may
provide cvidence of underlying phenomena for vihich theoreticiars may then

seek explanations. The relationship of X-ray crystallography to the

generation of Watson's and Crick's solution to the structure of DNA is

T Thomas S. Kuhn, The Struch.rs of Scientific Revolutions (Chicago:
The University of Chicago Press, 1962).
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a case in ‘poinf.] For these reusons also, the absence of social context

measures greatly retards the deveilopmenf of social theory in this area.

A final clarifying note on the relationship of measurement to
process accounting will bring this chan! - fo a close. The process accounting
methodology described in the next chapter embodies a reductionist conception

of group properties. While it is consisient with the work of sociologists on

educational contexis, it may leave some social theorisis unheppy. Most of

Merton's group properties are explicitly group~level, and he seems reluctant
to allow their transposition to individual-level properties. For example,
conceming "degree of engagement of members," Merton stipulates that this
property refers fo "the exient to which ihe degree of engagement in the
group is normatively prescribed and actually realized" rather than to
attitudes or senses of identification that individual group members may
experience with respect to the group.2 In contrast, Coleman and Wilson
allow that school contexis may be defined in terms of the balance of
different student types. Accordingly, the proportion of middle class students
in a group is held to be a properiy of the group. (Surely the proportion is
not an individual's property!)

This issue shall not be further elaboraied ¢ == fo note that the
reductionism employéd in the case study is consistent with a supposition of

contextual effecis. It is not kindred to Robert Hauser's recent asserfion that

1 james D. Waison, The Double Helix (New York: Atheneum, 1968).

2 Merton, op. cit.. p. 311.




such group properiies are mereiy poor measures of individual-level

1

phenomena.' Instead, process accounting allows the possibility that certain
sorts of contextual mixes of individuals may possess emergeni characieristics
which influence group members in ways which cannot be predicted from the
properties of individuals apart from context. The bias of the case study
toward individual-level properties does not in;ply a rejection of the potential
saliency of non-reducible group properiies such o5 siatus diffecences. With
the present methods, process events could also be characterized according fo
group-level properties. In the case study setting, .there was not sufficient
variation in these to make such an approach worthwhile.

An important role of theory in science is ic explain findings. The
unified theory of reference group behavior discussed in this chapter will
provide inferpretations for the findings of the case study analysis in Chapter
Seven. Our discussion here has pointed out the post hoc and very general
nature of this theory and it has suggested ways. in which a measurement
system such as process accounting might stimulate the development of more
precise theory. In the next chapter we shail discuss the methodology which

underlies this measurement system. In so doing, we will describe the logic

by which the findings themselves are identified.

Tpobert M. Hauser, “Coniext and Consex: A Cautionary Tale,"
American Journal of Sociology, 75, 1970, pp. 645-664. See also,
"Hauser Replies,” American Journal of Sociology, 76, 1970, pp. 517-520,
and Allen H. Barton, “Commenis on Hauser's 'Confext and Consex,'"

in lbid., pp. 514-517.




CHAPTER I

PROCESS ACCOUNTING:

A METHODOLOGICAL PERSPECTIVE

The purpose of this chopier is to describe the research methods
utilized in this study and. to discuss the appropriateness of these to the
problem being studied. Under the topic of research methods, we will

consider first the general design requiremenis for process accounting, the

kinds of data ihat need lo be coilecied and the methods of dala anzlysis
that might be employed, and finally several specific design cdvaniages of

schoo! record monitoring. School record monitoring is a species of process

accounting. It shares the general features of this class but has several
distinguishing marks of its own. An object of this chapter is to make clear
the meaning of these ferms. As a first approach, we will consider process

accounting in relationship to the research problems which this study addresses.,

Research Problem: Assessing Institutional Process

In Chapter One we supplied the term "people-processing organizations®
to those institutions whose primary intended function is the providing of a
process to a recipient class. We noted an important difference between such
organizations and business corporations, that the latter only havé the convenient

measure of profit as a guide to organizational success. Now we will examine




at a common sense level several consequences related to this difference in

performance measures. The object is to show the importance of measuring
process and to noic some common oksiacles to the completion of this task.
We will then consider the properiies of process accounting systems and
discuss their ability to deal with these obstacles.

Business and people-processing organizaﬁoné" are both goal-directed.
In the case of business enierp'rises, most activities are either directly related
to the creafio.n of profit or they relate. to the maintenance of subunits which
in tumn aim to create profit.] Activity in people-processing organizations is
tied to the supplying of a process or fo maintaining subuniis which supply this.
Let us consider the connection between puipose and activily in thece
organizations by imagining the consequences for organizational members of
a widespread failure to achieve these broadly stated goals. In the case of
a business firm, the consequences are easily imagined: either the organization
would collapse through bankruptcy or it wo'uld yield o ouiside pressures for
reorganization of its personnel, possibly including the infusion of outsiders,
Mechanisms for these changes include mergers, proxy fights, court-directed
reorganizations, 'personnel shalfe—ups," etc. In most instances, failure to
achieve. profit at a sufficient level is the trigger for these major adjustments.

The configuration of business enferprises is conditioned in this manner by its

1The correciness of this statement is limited, though not contradicted,
by the emergence of management as a sometimes self-serving force within
the structure of the modern corporation, See Adolf A. Berle and
Gardiner C. Means, The Modern Corporation and Private Property. Rev. ed.
(New York: Harcourt, Brace, and World, 1968;.




purpose and by the measurement of ifs success.

In a similar vein, what would be the consequences for members of
a people-processing organization should if fail 1o supply o process adequately?
Suppose a school system were to fail to educaie ils students? ! Considering
the almost ubiquitous harsh criticism of public school systems across the United
States, it is hard to imagine that such failures have not occurred. Interest-
ingly, however, it is quite difficult to locate specific instances of their
occurrence or fo stipulate the consequences. This situation is equally true for
mental hospitals, schools for the retarded, prisons, ctc., and it is no less
likely that a failure to deliver process has occured in at least some of each

2

of these types.” This condifion suggssls a dismal fruth about "process

organizations, that they might fail to achieve their purpose and their internal

1Performance contracting in education goes fo the heart of these
questions. Performance contracting involves the setting of measurable
objectives and the evaluation of administrative performance in terms of these
measurements. What we are noting here is the blunting of “"orgunizational
consequences” in situations where the measurement of successful performance
is not specified, .

25everal recent excepfions to this claim deserve menticn. Prison riofs
such as occurred at Atfica Staic Prison in New York and an occasional expose
such as the television reports on Willowbrook State School for the Mentally
Retarded suggest the possibility of locating institutional failures. Especially
in the case of Willowbrook, where abundant evidence of gross patient neglect
was brought forth, the identification of failure seems incontestable. [t is
worth noting that this identification resulted in significant changes, e.g. the
restoration of anticipated budget cuts for the New York Stote Depariment of
Mental Hygiene. Would a system for process accounting capable of discerning
more subtle failures also provoke policy change? For an account of the
Willowbrook reporting, see Geraldo Rivera, Willowbrook: A Report on Ho
It Is and Why It Doesn't Have to Be That Way (New York: Random- House,
1972).
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organization might persist unaltered by this failure. The difficulty here is

at least partly related to the absence of any accepted standard of process

measurement at the institutional level.

This point is nicely illustrated with reference to schools. Apparently
counter to our claim that process mecasurement is not available, we find in
schools a plethora of educational process measurement instruments, nationally
standardized achievement and aptitude tests. Tests exist in abundance for
all levels of education and for many specific subject and cognitive areas.
Though these tests are used primarily as diagnostic devices at the level of
the individual student, class level results are often released to the public.
However, these test profiles should not be interpreted as evidence of
institutional process per se. Several characteristics of these cross-sectional,
class year by class year, test results invalidate this use:

1. Cross sectional figures do not allow for changes in student

composition which in some districts exceeds 20% of the
total student population each year. ‘
2. These figures provide no means of distinguishing gains
rightly attributed to the school context from gains which
stem from the home or other non-school factors.
3. Results from even the most comprehensive of the test
batteries measure only a limited part of a school's process
goals.
These three factors might be termed: (1) recipient class turnover, (2) contami-
nation by extraneous factors, and (3) ihe limited scope of availabie measurement
instruments. And they impede a detemination of the effectiveness of process

delivery in mental hospitals, prisons, reformatories, as well as schools. The

relative totality of several of these other institutional contexts minimizes the
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effects of extraneous factor invalidation, but in general all three prohibit

methods such as cross-seciional analysis.

There is a further reason why such analysis is of litile value in
shaping institutional policies. This is cgain demonstrated with reference to
schools. The process measurement use of test results in New York City
public schools is a case in point. Each year the central school board releases
reading test figures by grade level for every school in the system. When
schools are compared with their own previous year's results, many are foﬁnd
to show a “net loss* in reading level, that is a failure to advance one grade
level in reading commensurate with one grade level in school aticndance for

a class cohort group. School administrators disclaim the meaningfulness of

these comparisons, in part citing the three factors discussed above and

significant actions seem rarely fo result from the reAlease of the figures or the
controversy that follows in their wake. This is so even though the public
appears to inferpret these test result comparisons as meaningful, valid process
measures.,

The cause of this dissociation of respense from stimulus is readily
traced if we extend our comparisor; to profit stafeme;ﬂs in the business sector.

The justifiable claim of educators that the test results are poor méésures of
school success does not alone explain their disuse in policy determination for
there is considerable public political pressure for this use. The cross=~
sectional, grade-level reading results would be of very limited usefulness as

a guide fo action even if they were valid measures of global process.

Similarly, if we absiracted only the net profii balance from a corporation's
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this is a valid performance measure. The great usefulness of cost accounting

in business is that it allows a determination of relative profit associuied
with a company's various merchandise lines: i separates wheai from choff
whereas the net balance alone confounds them. Grade level results are
also poor providers of useful distinctions for grade levels are not readily
manipulated subuniis. A school principal, diséovering that his thind grede
was "under-performing” relative to other grades in his school, cannot excise
this unit as a businessman might a profitless line of lingerfe. This under-
scores a general requirement of any accounting system that is io be policy

relafed: daccounting must aitach to units that can be manipulaiad.  Praduct

lines meet this requirement in business; in people~processing institutions,
subunits in which process is supposed io occur conform fo this demand. In
the case of schools of a traditional kind, the classroom is a natural piocess
accounting unit. |

This discussion raises several interesting questions. If school
officials do not utilize test scorcs’ to assess program effectiveness, how are
these determinations made? Also, how are we to explain the abundance
of standardized tests and the systematic record keeping upon which process
accounting builds if these data facilities are not meant to aid program
analysis? The answer to this second question requires a consideration of

both the internal, system maintenance needs of school organizations as well

as a consideration of the functions of schools with respect to their external




environmeni. When onc considers the enormous amcunt of effort that
school employees expend cn the productien of these records, it is not
surorising that this activity responds o many diflerent needs. First,
considering some of the internul uses of records data, we find that lesis
and letter grades are used to help sort students into groups, to inform
students of their relative standing in their peer group and thus to condition
their behavior both with respect o ineir peuis and io feuchers, to
depersonalize the evaluative component of the student-teacher relationship,
to inform the student of his progress and thus to delegate to him
responsibility for altering or maintaining this condition, etc. Similarly,
with respeci to the external environment, we find festing and record
kecping raticnalized because scheols are repositories of information which
receiving institutions want to possess, i.e. employers want to know the
aptitudes of students in terms of various nafional norms. This also helps

explain why student record keeping is very often quite meticulous for it

-

points up that a major function of i‘he school system is to document
student persona for the benefit of these recruiting institutions. Although
this documenting function is generally consistent with the major purpose

of educ;ﬁng, it .is doubiful that record keeping would be as extensive
were the high school degree a valu.ed end object and nct an intermediafe
object between student and employer or student and college. And there is

an additional use of school records which also bears noting. While a

bulky counselor's folder is probably a rational aid in the defermination
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of a student's academic program, it also cenfers dignity on the counselor
in his interactions vith the student and the student's parents. Record
keeping and test-giving safeguard school officials from the appesarance of
capriciousness in the treaiment of students. These scvercl erplanations for
the panorama of records and measurements found in schools should dispel
the notion that these data must relate to a systematic and critical

anélysis of school program feaiures. This alzo brings us back to our
earlier question: how are program features actually evaluated by school
officials?

Ungquestionably school officials do make program judgments though
it is also clear that the usual formai of schoel record keeping limits the
applicability of records' analysis tc this judgmental process. Altemative
devices including the voicing of dissatisfactions by parents, students, and
staff very likely play major roles in the formulation of program assessments.
It has been suggested that this process of evaluation is largely political
rather than systematic or scientifico! There is little reason to suspect
that many school administrators would oppose this view since in our
society school administrators are supposed to be politically sensitive.
These remarks, however, point up an imporfant contrast between the

process accounting of school programs which is scientific in its approach

1see David E. Wilder and Alan S. Blumner, Some Sociological
Aspecis of Student Allocation in Two Racially Mixed Suburban High Schools,
op. cit., Chapter Three, especially p. 58.
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and the reality of pregram analysis which iends to utilize daia in order

to rationalize .politically motivated decisions.

Let us review then this second crilical comparison of performance
mcasurement in business and process insfitutions keeping in mind that ihe
reality of performance measurement ir schools is probably political and
that this reality has not been examined in this study.

Our critical juxiaposition called aitention to ihe absence of

valid performance measures with regard fo the effective delivery of

process. Our c¢laim now is that regardless of their invalidity, cross-
sectional analysis of "non-natural," process accounting units is largely
void of policy implications.]  Such analysis cqnn'ot be used ‘hecause
it poinis up global conditions to adminisiraiors whereas their job
function conéern; the supervision of natural units. Organizations
designed to provide process are substructured info specific process
treatment subunits such as work unifs in prisons, therapy sessions in
mental hospitals, and classrooms in schools.  Administered process
occurs in such units which are amenable to systematic control and

veriation.  If process accounting is to be relevant to administrative

]Undoubtedly, such cross-sectional measures have occasionally
and misguidedly been used by schocl adminisiraiors as when a scheol
principzl decides that his teachers should retum to the "basics” so that
next year's test profiles will show improvements. There is no absolute
prohibition on faulty reasoning among educational administrators.




actions in a fashion analogous to cost accounling in business, it will
have to relate to such administrative or natural work units.

In reviewing differences in performance measurement beiween

business and process organizations, we have discovered four requirements
for the development of a valid and useful process accounting sysiem. To

be useful, process accounting must attach to administratively manipulatable

T

subunils; to be valid, it must conirol for recipient class tumover, it must

separate out performance gains which stem from extraneous factors, and it

T

must incorporate a scope of performance measures appropriate 1o the breadth
of the organization's process goals. A valid and usable process measure~ -
ient sysiem would serve the same puipose in process organizations as cost
accounting in business: it would facilitate the improvement of goal-directed
performance. In the remainder of this chapter we will describe the structure
of process accounting and attempt to demonstrate that it meets these four

requirements.

Process Accounting: Design and Logic

In the simplest form of process accounting, process eveais are analyzed
in a manner similar fo a very crude experimental design. We have used the
term "process event" to denote an administratively manipulatable activity which
is intended to facilitate the acquisition of a process by recipient class members,

Pre- -and post-event observations are assembled en the recipients, and

ERIC ~
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differences in these observations are presumed to be the result of the process
event. Camphbzil and Stanley are sharply critical of this form of experimental
design which they dicgiam as Oy X Op, whete [02 - 01] is ailribuled lo
X or the process event.] Much of their brilliant article on study designs
consists_of documenting the sources of intemal invalidity left uncontrolled by
this simple design. Among the more devastating failures of this paitern, they
note that it fails to control for the cffects of history (exiemal evenis as well
as intra=session factors), subject maturation, the effects of testing or of the
pre~event observation itself, statistical regression, subject selection and
mortality, and the interactive effects of selection with these other factors.
VWhat increases the power of procass accounting over this legically
flacid form of experimental design is the large number of X's that are
treated, and the varying and sometimes large number of O's associated
with any particular X. A fuller and more accurate depiction in the .

symbolic schema of Campbell and Stanley would be:

0; 09 ...0 X @) +1 @) ... 0

P2 "Xa ATy "Xa42 "X pen
O O o o o (.) x o -t O .« o 0 O

P "Xg B "X T kg2 "Xgan!
0; 00...0 X @) O .. .0

1 V2 n Z n n n

1Donald T. Campbell and Julian C. Stanley, Experimental and Quasi-
experimental Designs of Research (Chicago: Rand McNally and Company,
1766), pp. 7-12.

Y|
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The X's are different process events; the O's are observations of goal
performance-related parameters; the subscripts under the O's indicate that
the number (and natuic) of ihe O's might vary from one process event to
another. !

Some o+ the greater logical force of this measurement system over
the simpler (O7 X O9) pattem criticized above stems from the dynamic
measures- which the various pre—event O's supply. Mulliple pre-cvent
observations allow us to characterize input to particular process unifs in
terms of rates of change. For example, we might note of an eleventh grade
English classroom that it received a student cohort whose previous two years
grace experience had keen consistently high, vhose avercge attendance during
this period remained static, whose reading test scores showed one y.ar gains
over each of the two previous reuding fest intervals and so forth.  Such
measures provide a reasonable basis for predicting output effects.  Thus the
basis for process accounting is no longer sir.nple [02 - Oﬂ differences but

deviations of Opyy « + + Opyyy scores from expected values. Where certain

classrooms deviate in terms of expecled outpu* they may be scrutinized more

closely, individual student histories examined, so as to discover the source of

2

such changes.

1This design resembles what Campbell and Stanley call the “multiple

time series design,” lbid., pp. 55-57.

2|n the case study, we will work with a very crude version of
deviations from predicted values. The necessity of this is explained in
a footnote to that discussion, c.f. p. 116.
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This ability to lcok more closely at a process unit's internal dynamics
points up another important aspact of accounting design. Output measures
Ont1 + « « Oy can be examined at a variety of levels. Average unit
score is perhaps the least informative level upon which to focus. There is
good reason to suppose that the experiencé of a particular process event will
be different both for individual recipient class members and for types of °
recipient class members. Referring . 4in tc educational research, we find
an enormous literature sugge#ing that student types respond differenfly to
proffered educational stimuli. For example, intellectuals, student leaders,
and athleies have been presumed fo form distinct infra-class sub-culiures. !
Race and ofher ethnic cheracteristics have long been favored categories in
the work of educational researchers.2 Might not these types respond
differentially to the experience of a particular classroom? If we lcok only
at deviations from predicied o'utpuf measures 4[0n+] - expected On.,_]] for-

a classroom as a whole, we m’+ht overlook differential resulis for these

1See James S. Coleman, The Adolescent Society (New York: The Free
Press of Glencoe, 1961) and Burton R. Clark, Educating the Expcrf Saciety
(San Francisco: Chandler Publishing Company,, 1962).

2The following is only a small sample of recent educational research
which focuses on ethnic differences: Perry A. Zirkel and E. Gnararaj Moses,
"Self Concept and Ethnic Group Membeiship among Public School Studente,"
American Educational Research Joumnal, 8, 1971, pp. 253-265; William D.
Rohwer, Jr., "Learning, Race, and School Success," Revicw of Educational
Research, 41, 1971, 191~210; Robert W. Heath, "The Ability of White
l'eachers to Relcn‘e to Black Sfudenfs and to White Studem‘s ¥ American
Educational Research Joumal, 8, 1971, pp. 1-10; Audrey James Schwartz,
“A Comparative Study of Values and Achievemeni: Mexican-American and
Anglo Youth," Sociology of Education, 44, 1971, pp. 438-462.
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student subclasses. |If educationally meaningful sub-classes exist, focusing
<analysis on the whole classroom cohort will obscure actual classroom effects.

In sociology there is a well-established method for dealing with this sort of
analytic problem: it involves the elaboration >f cross-tabular data accsrding ™
to the various sub—fypes.]

This discussion implies that typological analysis is a general refinement
of accounting design. Going back to en earlier remark, we implied that
accounting would consist of searching for unexpected post-event scores
(On4] « » » Opin') and then probing these further. Such a procedure
necessarily glosses over contexiual effects relevant only to parficular recipient
class sub-iypes so that typological analysis of process units is a logically
more powerful method. We wish to establish the principle of typological

analysis as a component of process accounting design. In terms of the

symbolic schema, this revision results in the following:
O]‘ Oz' e o o On' XA O(n+'|)| O(n,*,z)l e o o O(n_{nl)l

O'Ill 02|.| e o o Onll XA O(n’_*_:i)‘il’ O(n+2)“,. o o O(n'h’ll)“

O‘ll Ozl * o o Onl‘ XB O(n-*'])' O(n’i‘Z)' o o o O(n'h"l')l

etc.

2

1For an excellent discussion of this method, see Herbert Hyman,
Survey Design and Analysis (Nevs York: The Free Prese of Glencoe, 1955),
especially Chapter Seven.

2This diagram is distorted in one respect: it does not symbolize the
possibility that the number of observations (pre~ or post-event) may vary from one
event fo another. For example, there may be three pre-event measures for the
various X subtypes and five pre-event measures for the Xp subtypes.
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XA and Xp are different process events; Oy to O, are pre-event measures;
O(n-H) to O(an.) are post-cvent measures; and the priming oufside the
subscripts denofes that these measures apply to different recipient class sub-
types. Decisions regarding which and how many recipient subclasses fo
examine would vary with the particular process organization and the budgetary
and time constraints imposed on the investigation. In our case study of
student grouping, we will elabcrale only one of the many possibly relevant
subclasses.

Reliance on typological analysis has several important design
implications. To provide flexible typologies for classifying recipient class

members, the data base is organized in terms of the individuadl careers of

the recipients. Longitudinally-arranged, individual data can then be grouped

into typologies of‘ whatever sort the researcher wishes, to the extent that
classifying data fields are available. Flexibiiity in typology construction
derives from this arrangement and the comp.ulerizafion of the daia which
facilitates its manipulation. This data arrangement may be symbolized as

follows:

Subject 1: D, Dp D, .. . D

1 3 n
Subject 2: Dy Dy D3 - .. Dy
Subject N: Dy Dy D3 . .« D

The D's refer to data relevant to the individual and the subscripts suggest

time order: Dy precedes or is contemporaneous with D9 and so
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forth. ! The data represented here as D's may be of three distinct kinds:

background data such as SES, sex, or race; observational data or process

measures such as test scores; and vrocess event idenlification daia such as

classroom grouping designations in scheol recond analysis.  Any Dy of no
matter what kind can be the whole or partial basis for a classifying

typology with respect to a particular process event D, subject to the

T

resiriction that y precedes x. Accordingly any process measure which falls
between two process events may serve as an evaluative measure of the event(s)
it follows and as a classificatory dimension of the event(s) it precedes. Also
any process event identification may be used as a classifying dimension for
the analysis of a subsequent process event. For example, we con consider
the differential experience of fenth grade English students in terms of those
who took ninth grade Math and those who did not. The longiiudinal
arrangement of data in terms of the individual cdreers of recipient class
members together with its computerization a're fundamental components of
process accounting because they permit maximum flexibility in the
const.iction of independent variable descriptors or fypologies.

Another significant design gain which process accounting might claim

over the simple generic (O7 X Og) model relates fo the availability of

IThe order of precedence referred to here is a logical one which
need not influence the actual arrangement of the data on computer tape.
For a full discussion of the physical arrdngement of data for longitudinal
analysis, see Appendix B in David E. Wilder and Alan S. Blumner, Some
Sociological Aspects of Student Allocation in Two Racially Mixed
Suburban High Schools (New York: Program for Situational Analyses,
Teachers College, Columbia University, 1972). See also Appendix A to
the present study.




post-event measures of different kinds and proximity to the process event.

Normally one expecis salient treatments to have immediately observable
results yet this common sense expectation has no theoreiical underpinning.
It is possible that a disastrous classroom experience in ninth grade might
permanently lower a student's colilege aspirations yet have no marked effect
on his tenth and eleventh grade letter grade or test record. A general
principle of process accounting is that it brings together i a systematic
fashion as many different output measures as might relate to the process

event. In this way it avoids arbitrary prejudgments as to the sorts of effects
Yy ry prej _

linked to a parficular process as well as the operant time interval for such

effecis.  The major limiis on the sclection of measures are again those imposed
by time and budget: these force researchers to choose those measures that

most plausibly relate to the process unit and ones for which data are

N
A

/
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As it will be developed™in the case study, school record monitoring

economically collected.

involves a typological, cross-tabular analysis of group placement. Cross-
tabular analysis is not a general requirement of process accounting. For
example, a strong case could be made for using a path analysis approach to
the problem of determining process effects related to student grouping. For
each student in a parﬁc_ular process unit, a prediction line could be plotied

in terms of pre~event measures on any goul-related parameter for which at
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least two pre-event measures were available.! Considering a student's ninth
and tenth grade reading scores, we could plot his predicted eleventh grade
score, and so for all studenis in a pariicular class subject to the data Leing
available on each. The process effects of a student's eleventh grade Tnglish
classroom experience could then be depicted in terms of the divergence of
his actual score from its predicted level.2 Path analysis also lends itself
to a typological procedure whercin the effecis of a particular process
experience could be gauged separately for different student input types. The
preference shown in this paper for cross-tabular analysis- reflects the taste of
the researcher and his previous experience. As monitoring becomes a more
esiablished research procedure, more statistically sorhisticaied techniques
such as path analysis hopefully will be used. |

No matier what mode of analysis is employed, the process accounting

design depicted in this chapter will be relevant. lis basic features are the

-

THow this prediction line would be plotted, whether from simple
scores or from these scores normalized in terms of class mean scores, is
a technical issue that is not relevant to this discussion. What matters is
that a methodology exists for making: such predictions.

2Eor any given student, this procedure greatly risks falsely attributing
to the process event a divergence which may be due to non-school factors.
However, the focus of process accounting is always recipient class subtypes
and haphazard distortions are likely to balarice out for groups of respectable
size. Of course, where the effect of an "extraneous" factor holds
systematically for an entire subtype, it has the effect of specifying the
impact of the process event(s) under study--worthwhile intelligence, if
one wishes to know how process events are actually working in an
organizational context. On this point, see Hyman, op. cit.,

-pp. 295-311.




interprefation of the process delivery systems in organizations as process
events and its location of these events in a longitudinal matrix of process
effect measures. In this respect process accounting embodies a positivistic
orientation, that the results of organizationally cdminisiel"cd process, if any,
can be measured.

A rather simple general fest of this assertion is possible. Earlier in
this chapter, we isolaied four chstacles to a valid and uscful process meosuic-
ment system. These were recipient class tumover, contamination of process
measures by extraneous factors, the limited scope of process measurement
instruments, and the dissociation of process measurement from natural
administrative units. To demonstrate the plausibility of process accounting
design, we will consider it in terms of thesz specific impediments.

The ability of process accounting to deal with recipient class tumover
depends on several design factors discussed in connection with typology
construction--the longitudinal arrangement of individual case data and their
computerization. Large capacity computers are able to consider many factors
simultaneously so that they can sift through a dala file selecting out cases
where combinations of pre~ and post-event measures are both available .

In effect this controls for recipient class turnover by obviaﬁng:fhe need to
depend on cross-sectional comparisons. Rather than compare the mean input
score for a recipient class subtype with the mean output score, we are able

to consider just the scores of members on whom both input and output
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measures are available.! Unexpected oulput values cannot be atlribuled io
turnover since only measuremenis of process event "stable" members are taken
into account. Drop-outs and drop-~ins are for this purpose eliminaled from
the analysis. If the data base were arranged cross-sectiorally, this sort of
control would not be possible.

The inclusion of background data on recipient class members provides
the basis for conirolling the contamination of process measurcs by exlemal
factors. The typological nature of process accounting is also assurance that
the effects of external factors will not be attributed wrongly to the process
event. Contamination may occur when a process measure is closely related
to a non-process event. For example, the college aspivation of high school
studenis has been found to be related to parents' leve!l of education. We
might suppose that a class experience led to an increase in student aspiration
when this was more plausibly related to the emergent effects of parental
education and home influence. To the extent that background data include
informa tion about parents' lchl;E)F education or information closely correlated
with this, its effect can be controlled through the construction of appropriate

independent variable dimensions in the process accounting. The inclusion’of

This leaves open the possibility that the characteristics of the drop-
outs are different for different process events, yet Campbell and Stanley term
this “the preferred mode of Hreaimeni® with respect to the problem of turnover,
(Campbell and Stanley, p. 16). The availability of pre-event observations
allows some examination of drop-out characteristics so that major distortions
from this source should be discoverable.




53

background data also permit post hoc examination of interesting findings to

see if these findings "disappcar” from the cross-tabulations when the background
data arc taken into account. &32!_(_)_5_: examination is a final check on the
attribution of process measures to process events.

By design, process accounting is éSpeciaHy well suited to handle the
remaining problems of limited scope of measurement and its dissociation from
natural accounting units.  The latter is explicitly incorporated in the
definition of process accounting-~its focus is always natural accounting units.
The scope of measurement is a more difficult problem but process-accounting
attempts to deal with this in the most ;ﬁrecf fashion possible, by incorporating
as process measures all behavioral dimensions plausibly related to the process
event, limited only by time and budgetary constraints. This represer;is an
optimal solution to this problem but dces not eliminate i  even apart from
practical constraints. People-processing organizations rarely have unambiguous
goal structlres, a condition which becomes exiremely clear if we try to assign
weights to various goal dimensions. How, for example, does one judge the
relativ;e importance of a student's nervous breakdown set against another
student’s receipt of a National Merit Scholarship? The inclusion of even
a wide range of measures leaves unsolved their interpretation on a basis
relative to one another and to the prc;cess events studied. The absence of

a method for assigning weights to process goal dimensions is possibly the

most serious limitation of process accounting as it relates to policy
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determination.

Schoo! Record Monitoring——A Process Accounting System

This discussion of the logic of process acceunling has been cenducted
at a rather high level of generality. The case study focuses on very specific ‘
program features in a single high school. Because of ihis, it makes use of
a somewhat distinciive methodology of iis own--onie worthy of several
general comments.

The major distinguishing characteristic of the case study is its almost
exclusive reliance on the institutional records of the school as a data base . 2
For this reason, it has been given the name “school records monitoring."

The following are indicative of the kind ¢f dala we shall be considering:
standardized tfests; grouping classifications; letter grades; school attenuance;

etc. For the most part, these data have been transcribed from officiai sources

1The problem of assigning weights to different process dimensions
requires only a trivial adjustment in the logical design of process accounting,
the inclusion of weighting factors for each output or post-event dimension.
The central difficulty is not logical but empirical: how and by whom are
these weights to be assigned? For an organization lo utilize the process
accounting system, it would need to establish a weighting system: this would
require a thorough elaboration of the organization's goals and agreement as to
their relative imporiance. Quite possibly -the meeting of this requirement
would be a beneficial activity but it might also prove disruptive in certain
organizational settings. How intractable this problem appears depends, perhaps,
on one's willingness to accept the stuctural-functionalist paradigm: that what
is (goal ambiguity), is functional.

2 major conclusion of the case study analysis is to note the
desirability of expanding the data file with student aftitude and value measures.
The present discussion of the virive of using institutional records certainly is
not intended to downgrade the usefulness of respondent self-reports.
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such as permanent record cards. Their "officialness" provides the case study
analysis with an added dimension of validity which nced not attach to all
varicties of process cccounting.

The validity of data relates to their reasonableness as proxies for

1

the variables or concepts under study.' A common criticism in social
science research is that too great an emphasis is placed on questionnaire
responses-~that these are often poer representatives of the underlying
phenomena in which the researchers profess interest.2  Difficul ties
characteristic of questionnaires, such as the ambiguity of response categories,
tend not to apply to official data. On the other hand, official data are
valid to different degrees depending on what concepis they are used to
indicate. For example, if |[.Q. tests are used to indicate "inteiligence,"
they risk invalidity owing to the dubious fit between the fixed range of the
standardized instrument and the general notion of intelligence which ur
everyday language use embodies. S ‘Howcve.r, if these test scores are used to

instantiate the organization's perception of a student's intelligence, these

invalidating factors disappear. Because these data arc official, they attain

a high degree of validity as social facts sui generis. A student is officially

ISee Julian L. Simon, Basic Research Methods in Social Science

(New York: Random House, 1969), Chapter 14.

2Difficulties in developing questionnairés are discussed sympathetically
and with gusto in Stanley L. Payne, The Art of Asking Questions
(Princeton: Princeton University Press, 1951).

3This logical source of invalidity is in addition to the qualifications
which reliability tests impose on such standardized instruments.
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labeled as Y"very bright" because his 1.Q. score is 125 quite irrespective

of fechnical and logical caveats.

Whatever methodological rigor attaches to school record monitoring
beyond the genera! virtues of process accounting derives from this claim to
use data of high validity. The major argument for this claim retums to our
earlier analogy of the role of process accounting to that of cost accounting
in business. Cost and profit figures are easily accepted as valid measures
of business process because they represent what businessmen commonly mean
by that process. Likewise grc;des, grouping data, test scores, and attendance
figures are all straightforward elements of schcol process: ouiside the context
of the scheol, they may have little meaning but within it they ore basic.
They are meaningful social facts because the power structure within the
organization treats them as such. ! School record monitoring embodies the
pers‘pective of the organization-~it deals with mani;aulafable components of
administrative process. For example, monitoring looks at the relationship
between test scores and group placement. For this examination to be
"meaningful,® it is not neccssal:y that the scores represent anything other
than numbers to which administrators have access and upon which administrators
base gi. fp.ing decisions. Monitoring is a pragmatic laying bare of

relationships among obvicus institutional parts.

IThis is to say that feachers and administrators generally consider such
data indicative of something "meaningful® about the student to whom the data
refer., They therefore use these data to formulate processing decisions.
Student height is also transcribed on official records but it is not ireated as
relevant to most processing decisions. ‘
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There is a further validating characteristic of instilutional records
which bears mentioning here. Such data can be collected unobtrusively.
Most of the school record duta analyzed i the case siudy were collecied
from central compulerized data files, which were remole from the presence
of students., Data collected in this manner are nonreactive: they cannot be
merely an embodiment of respondents’ reactions to the experience of being
observed.!  School record monitoring lakes advaninge of the routine naiure

of student observatior: by school officials.

Monitoring Design, Explanation, and Theory

Describing process accounting in ferms of monitoring aesign provides
no clear picture of the meaning of discrepent or expecied ouiput measures.
As discussed in this chapter, moniforing is only a systematic means for
formulating and validating predictions; it is unconnected with any method for
understanding thesc. The interpretation of'parficular findings requires an
extension of our thinking about monitoring. Whether one wishgs to define
process accounting narrowly as a system which discovers process effects or
more broadly as one which both discovers and explains such cffects, the
explanation of findings is an important requirement for a full application of
process accounting in an orgqnizatic;nal setting.

This point emerges if we return again to the often used analogy of

1This point is discussed briefly in Campbell and Stanley (p. 9.)
and more extensively in Eugene J. Webb, Donald T. Campbell, Richard D.
Schwartz, and Lee Sechrest, Unobtrusive Measures: Nonreactive Research in
the Social Sciences (Chicago:  Rand McNally and Company, 1966).

—d
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process accounting with cost accounting in business. In business, the isolation
of a low profit, product line vsually has limited policy implications unless
attached to an explanatory schema. Elit .ation of the product line may be
appropriate but so may further investment in it. To decide which of these
opposite actions is best, a busir2ssman would wish to know wihy the accounting
unit was obtaining the noted results. Likewise in schools an educationai
adminisirator should want to.know why « particular classroom was preducing

an unwanted effect before he attempted to r;vise,iis organization,

Although we have referred to schools and the design of school re:zord
monitoring many times in this chapter, our primary focus has been the general
design requirements of a procass accountirg sysiem. Ne such general
discussion of theory relevant to process explanation can be given. What body &

of theory is relevant to process accounting depends entirely on the nature of

the process evenls studied. In our case study of student grouping pattems we

shall make use of sociological theories concerning contextual effects. This
theoretical framework was presented in Chapter Two but it is one that is
relevant only for the parficular. process events fo be studicd in the succeeding
chapters. If the object of our process accounting were psychotherapy sessions
rather than classroom groups, a different theoreiical base migiﬁ be required.
However, the design of the prediction system, the longitudinal monitoring

design itself, would remain exactly the same. This observation sums up vihat

we have accomplished in this chapter.




CHAPTER 1V

CASE STUDY: A PROFILE OF STUDENT GROUPS

An overriding objective of this study is to show that the analysis
of commonly available school records creates rew understandings of what
happens fo studenis as they orogress ihrough the school prograti. In the
foregoin.g chapters we considered issues, logic, and theory relative i this
endeavor, Now and in the next few chapters we will illustrate this cla‘imed
usefulness by analyzing the school program of one particular high school.
The subjects of this study are student grouping and grading practices. In
this chapier we will precisely define ‘ihe subject process evenis and describe
the research sill'eﬁ'::;ld the sample students. The discussions here will be
descriptive and in places, highly detailed.  Crucial research decisions refiect
specific characteristics of the available data, and they can be explained only
by defailed reference to the data base.

This case study utilizes particular data to exemplify a general method
without championing a special need to understund the chosen research site.
We are taking a single case from what is presumably a large universe of
equally suitable cases. This assumption inevitably produces distor'fions since
the illustration is in fact derived from a particular school system whose

generality to others is moot. And there is no absolute corrective for this

condition. As it is, we shall deal with it by devéting the present chapter

wl
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to a discussion of the "bqrﬁcularness" of the case study. Similiarl}, in
Chapter Five, we will discuss the “"particularness® of the output measure
used in the analysis in the later chcpfe;s of this case study.

The uniqueness of Transurbia High School as a resedrch site will become
clear as the discussic unfolds, yet iis unusual features are not the only limits
imposed on the case study. Within the theoretically available research .
possibilities offered by the Transurbia system, budget limitations, differential
accessibility of cerfain sorts of information, and most importantly, the need
to operationalize general concepts with particular data have all shaped the
case study into a form whi.ch differs scmewhat from the general model
discussed in Chapter Three. In this and the next chapter we will call
atiention to these peculiarities.

A preview of the topics to be discussed in this chapter suggests the
range of limiting factors tied to the case study approach. First to be
discussed is the history of school records research in nansurbia including the
basis for site selection and the data collection procedures employed in this
study. We will profile Transurbia High School according to both the
characteristics of its students and of the community. We s:hgll then discuss
student grouping procedures at Transurbia High School and introduce an
extensive description of the resulting groups which is included as an appendix
_ to this study. Following this description of the actual groups, we will
consider several ways in which these groups may be aggregated to form

larger units for analysis.




Looking at particular data raises questions not encountered in the

previous theoretical discussion. In a high school which offers hundreds of

_ classroom experiences, which are most worthy of defailed analysis? s it

reasonable to aggregate individual process events so as to increase the base
number of students in a particular analytic unit? If so, what criteria should
serve as the basis for aggregation? These questions emerge as we attempt to
fit a general model of process accounting to daia derived from a parficular
setting. Dealing with these issues exjfends the theoretical model and thereby
paves the way for a more straightforward application of this model fo real
data.

Finally, much of the discussion in this chap;er concerns class groups
that we will be unable to analyze intensively in this case study. Process
accounting is not a streamlined procedure at this stage of its development.
Its demonstration is lengthy -even when -only- several process events are
involved, In order that the process acco&.;nfing in this studv maintain as
much of the flavor of comprehensiveness as possible, this chapter references
and incorporates a description of fhe major groupings of.students over a
four year period at Transurbiq.High School. Thus, while only a subset of
these will be "process accounted, -the method used to categorize this
subsample is applied very broadly in this chapter in order to demonstrafe ifs
general applicability. Similarly, in Chapter Five, the output measure
described is a general one, although a more specific meas.. .night have

been designed to deal with the several process events that are analyzed in

éhqprer Six,




S

e

62

School Records Research in Transurbia

The case siudy reported here is a direct outgrowih of earlier school
records research conducted by David E. Wilder. in a study of student
grouping in Plainfield, New Jersey, Wilder rearranged and coded school
Ecords into longitudinal data ﬁlesJ in order to study the school careers of

U o that study, Wilder was especially interested in

a high school class.
examining the ailocation of studenis by race info different ability groupings.
In effect, he was exploring whether such allocations represented.a form of
de facto segregation.

Shortly after the Plainfield study reached completion, Wilder -received

an invitation to submit a study proposal from representatives of a special

program in the Department of Educational Adminisiration af Teachers College,

Columbia Un'iversil‘y.2 Several other social scientists had likewise been

invited to submit proposals and it had been decided to locate the resul ting
research projects in Transurbia, apparently as the result of favorable prior
research experiences: there by’fr-tembers of the Department of Educational
Administration. Location and the decision to blend as much general systems
theory into each of the separate research endeavors as possible were to be

primary unifying elements.

]Anderson, William P. (dir.), Greusping Siudenis for Instreciion in ihe
Plainfield, New Jersey School System (New York: Institute of Field Studies,
Teachers College, Columbia University, 1969), pp. 75-102.

2program for Educational Leadership (PEL) whose federally funded
research component was called the Program for Situational Analyses.
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Wilder saw the Transurbia research as a chance to extend and refine
hisl school records approach. Of equal importance, the mixed racial
composition of the Transurbia system offercd the prospect of further exploring
questions of student allocation to class groups and de facto searegation, |

Transurbia is a small northeastem city which adjoins a much larger
metropolis. In the past twenty years ifs population has diminished from
eighty thousand to seventy-five thousand residents. At the same time, the
percent of blacks living in Transurbia has increased from 11% to 45%. Up
till 1960, most of the black newcomers tended to be relatively well-to-do.
_Moving to Transurbia signified a social ascent from p;)ol'er nzighborhoods in
the adiacgnt city. By the late 1960's this pattern had altered and many
blacks were discovering that Transurbia offered alternative but not conspicuously
better housing arrangements. The great on-rush of black immigres in the late
'60'; tended to be lower in socioeconomic status tiwn their predecessors.

A higher percentage were families in which no adult male was present.

Attendance in the public school system amplified residence pattems
since many whites who remained. in Transurbia transferred their children to
private and parochial schools. In Table 4.1, the percent of blacks in three
class cohorts at both of the public high schools is presenteds A class cohort

group consists of all studenfs ever participating in that class during the four

ISee Wilder's original Transurbia research proposal in David E. Wilder
and Alan S. Blumner, Some Sociological Aspects of Student Allocation in Two
Racially Mixed Suburban High Schools (New York: Program for Situational
Analyses, Teachers College, Columbia University, 1972), pp. 115-119.




high school years. In addition to showing a pattern of increased black o e

attendance at both schools, this table rather dramatically underscores one of
_the central characteristics of fhé Transurbia system. The smaller School 8
had a predominantly white student body while the larger school's students
were mostly black. This reflects a traditional American custom of basing
school attendance on residence district rather than a policy of overt
discrimination. School B is located at the far edge of the city in the

prime residential area and School A is locdted in the cenfer of the city.

TABLE 4.1

PERCENT BLACK STUDENTS IN THREE SCHOOL CLASS COHORTS
AT BOTH TRANSURBIA PUBLIC HIGH SCHOOGLS

School A School_ﬁ

*Class of 1965: 6% 11%
689) (257)

Class of 1969: 8% 19%
| (745) (257)

" Class of 1970: 95% 24%
(754) (221)

*The percentage and base numbers in Tables 4.1 and 4.2 derive from the
original Transurbia research which utilized a sampling frame based on the
attendance ledgers. See Appendix A for a discussion of how this differs
from the sampling frame used in this case study.
Aware that questions of racial balance were of great imporiance to
the school system, Wilder proposed fo examine the internal allocation or

grouping systems of the two high schools, focusing special attention on the

differential status of white and black students. This ressarcher was hired us




~

65
Project Associate for this study which began in the fall of 1969. A defailed

1 Briefly, it relates

chronicle of this research is available elsewhere.
difficulties in securing needed information which resulted in a reformulation
of the original study design. The research report focuses on the Class of
1970; it does not stress pattemns of éé_fgc_:_l_‘_g_ segregation resulting from the
school's intemal groupings but rather calls attention to certain apparent
inequalities in the ability grouping sysiem of the larger School A as well as
certain anomalies in the perceptions of '70 seniors concerning the schools and
their own academic orientations.2 Of particular importance was the discovery
that black studenis appeared to reject academic sanctions of grades in

formulating their own college plans whereas white students appeared fo respond

in traditional ways. Consistent with this, blacks were found to aspire to

" college more frequentl); than whites though their grades tended to be lower

as did their standardized test scores.

This study is a continuation of that research under the independent
sponsérship of a United States Office of Education small project grant. As
originc;lly pr;posed, this study was to double the student sample by processing
data for the Class of 1969 and also to ¢ « post high school career
information. Only the former proved feasible given the limitations of budget.
Furthermore, difficulties in securir;g full cooperation at School B forced the

researcher to restrict analysis to School A, a modification which led directly

15ee Wilder and Blumner, op. cit., pp. ?3-105.

2|bid., pp. 60-87.

{




to the focus of the case study on this school's ability grouping system.

For the present study, the sample consists basically of the Classes
of 1969 and 1970 at School A which will be called Transurbia High School.
The presence of a small number of white students makes it impossible to
control for race while also controlliné for other independent variables such
as ability, SES, etc. White students were distinctly in a minority: Table
4.1 shows that they censiituted less than ten percent of the combined '69
and '70 classes. In no single classroom setiing did they outnumber the blacks.
Since it would be impossible to study the small group- of white students
separately with cross-tabular methods, and equally impossible to control for
race were they to be included in the analysis, they have been eliminaied
from the sample in all respects but one. In a later section of this
chapter profiles of classrooms are discussed as they appear in Appendix B.
For purposes of characteriziné class settings only, white students are
included in the case study. This exception is allowed because their presence
does in reality alter the letter grade distribution of classes as well as their
ability levels. To eliminate the whites from the classroom characterizations
would im;;ose an avoidable distortion since their presence may well alter the
nature of the experience provided their black classmates. The case study then
concerns the experiences of black students in classroom 'conl‘exis in which they

1

predominaie.

1Also excluded, of course, are those students on whom school records data
were not available. Generally such students were present less than one full year.
Their affect on the remaining students and the school's affect on them must be
supposed minimal, Perhaps as many as 75 black students in each class have been
excluded for lack of data. See Appendix A for a discussion of the sources of
student grouping inforination. - .
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Students at Transurbia High School (School A) are grouped by

cuniculum. In ninth grade, curriculum dis;tinctions are somewhat fluid
thereby allowing studenis opporiunity to define iheir own academic aspiraiions.
However, by tenth grade, all siudents are sorted into cne of threc forr;lal
curricula which tends to fimit subsequent course selection alternatives. The
Collgege Prepardtory (CP) curriculum features academic courses in English,
math, foreign languages, science, and social studies; the General (Gen)- -
curriculum offers basic skill type courses in English and social studies; the
Business (Bus) curriculum provides several areas of concentration including
clerical, sales, secretarial, and bookkeeping training.

Classes in major subjects at Transurbia High School are grouped by
ability within curricula so that their compoéil;ion is I"ikely to be relatively
uniform in acc:;demic aptitude . We shall refer to these officiai Transurbia

grouping arrangements as "tracks,” although strictly speaking Transurbia's is

not a tracking system. Students assigned to a high ability English section
within the CP curriculum need not be assigned to a high ability math section;
allocation to ability groupings within curricula is at least nominally independent
in ea;:h subject area. Overall students i the CP program tend to be of far
higher mec;sured ability than their peers in the other programs which results in
lower ability CP sections being of comparable ability to the highest abilit)'l
non-CP sections. The case .;,tudy analysis does not focus on the formal
curriculum distinctions but rather on ability grouping generally since it would

be difficult to control for the formal distinctions and ability grouping given

a rather limited sample size.




TG

68
Table 4.2 shows the percentages of Transurbia students in each of the

high school curricula for the Classes of 1965, 1969, and 1970. This table
points up the relative and increasing imporiance of the College Preparaiory
curriculum which enrolled more than half of the Class of 1970. The
unevenness of the distribution of students to these three groups led to the
decision to focus the case study analysis on other characteristics ¢. classroom
groups such as'ability level rather than formal curriculum divisions.
Reinforcing this decision was the fact that boys predominate in the General
curriculum, girls in the Business curriculum, while the Co]le;ge Prepqrcto_ry

program is evenly mixed,

TABLE 4.2

PERCENT OF STUDENTS IN THREE SCHOCL CLASS COHORTS
ENROLLED IN EACH CURRICULUM AT TRANSURBIA HIGH SCHOOL

Classes
Curricula: 1965 1969 1970
*College Preparatory: ‘ 44 46 ' 51
General: 35 23 27
Business: _ 21 20 - 23
100% 9% - 101%
**  (574) (666) (576)

*See note to Table 4.1 above.

**Students on whom curriculum assignment was uncertain have been eliminated
from this table. White students are included.-
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The Sample of Groups

In this section we are going to examine a variety of issues related
to the academic program at Transurbia High School in order to further
explain the selection of particular process events for the case study analysis.
Like most comprehensive high schools in America, Transurbia utilizes school
classrooms as their predominant modality for educational ':;;;tments."
The large number of classrooms available to the sample students throughout
their careers constrained the researcher to select a subsample for detailed
analysis. For one- school class in one year at Transurbia High, there are
possibly 200 distinct classroom experienge’ in which a student might participate.
Nor is participation in academic classes limited to the student's own grade
level. Though unusual, a junior might take a sophomore or a senior level
course, ‘lf all the separafe classrooms which enrolled at least one 1970
junior during the 1968~1969 school year were calculated, we would probaBIy
find as many as 500. This is a staggering tofal for it implies that data
should be assembled on each student in each of these classes in order to
characterize each according fo the ‘schema of process accounting in this

case study.! Such an analysis would go beyond the scope of = present,

pilot=-type study.

1Classrooms are going to be chardcterized according to an estimate of
their .ability level and. according to the distribution of letter grades. These
represent what Lazarsfeld has termed "analytic properties” of groups since
these descriptions are baséd upon the properties of the individual members.
See Paul F. Lazarsfeld, "Evidence and Inference in Social Research,”

Daedalus, 87, 1958, pp. 99-130.
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A number of practical decisions were made as part of the case study.

One of the earliest of these was to exclude from study most courses taken
by students which were not "at" their grede level. The importance of this
exclusion «aries quite @ bit by subject matter. In terms of the school's
English program, it is trivial since very few students ‘took an English course
below or above their own grade level. At the same time, this decision

makes it virivally impossible to monitor the school's language program since

many students who took a foreign language at Transurbia High enrolled in
sections at grade levels below their own. Because it will help demonstrate
the methods employed in-the case study, we will examine this decision further.
The bosis for excluding. off-grade level courses from analysis relates to

the way we characterize classroom units which are-analyzed. Classes are
defined by the properties of their students. In order to assign classrooms
VClll'JeS on the resulting independent variables, it is. necessary to have
information on each student member of the class, or at least on a large

. percentage of its students. .Therefore when a sample s‘fudenf takes a
language course belo;/v his grade level, in whi;h most of his classroom peers
are non-sample students, he is participating .ir a process event for which we

]

have not collected an adequate amount of defining information.

1An exception here concems Class of '69 siudents taking Class of
170 courses. For these students it would have been possible to explore the
classroom contexts into which they were assigned. To do so, however,
would have required quite a few special rearrangements of data in order
to integrate data fields located in separate data files. The exploratory
nature of the present study did not seem to require such thoroughness.
For a detailed description of the data file arrangement, see Appendix A.
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A related limitation of this approach is that it is impossible to
ascertain with complete certainty the actual distribution of student character-
istics for classes which are at proper grade levels since the data collection
procedures have excluded some studcnt's who participated in these process events.
For example, the characteristics of a Class of '68-sophomore taking a’freshman
or Class of '69 English course would not affect the description of that class-
room context since his presence is unknown, i.e. no data were processed on
members of the Class of 1968. However, resulting distortion in the assignment
of proper grade level courses to categories on the contexi-descriptive variables
is assumed minimal since dakt on the .'69 and '70 students indicate that
off-year course selection is rare and does not tend to cluster in particuler
classrooms. The presence of several non-sample students in a class of
twenty-five students -would not likely alter the nature of class context,
determined by the xaggregate characteristics of its members. -

Before examining class contexts in d;atail, a second decision to
eliminate certain classes from study should be pointed out. Only classes in
the academic program which met five class periods a week, so-called major
subjects, have been included in the case study. Thesz criteria eliminated
from study many elective courses, e.g. music and art, as well as some
specialized, major-tye courses such as Busikr)1ess A;ccounﬁng. The rationale
for these further exclusions does not relate to the absence of data but rather
to the need to simblify data processing and more importantly, to focus
analysis on those courses-most likely to have salient effects and those in

which the greatest number of students were likely to have participated.

. =
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Major subject areas at Transurbia High School consisted of the
following: -English, math, foreign languages, science, and social studies.
Not all students took a course in each of these arzas cach year. Table
4.3 shows‘l‘he percenfage of students who took major courses for each subject
area broken down by school class and school year. .It also shows these data
discounting students who téok these courses not at grade level. Comparing
these figures, we see that foreign language and math courses were much
more likely than other subject areas to.have been taken "off* grade level.
This implies, of course, that a greater percentage of nonsamole students
participated in the grade level courses given in these areas. Partly for this
reason, the analysis of student groups in Chapters Six and Seven does not
focus on these subject areas.

In Appendix B individual student data are used to characterize each
major, grade level class for the '69 and ‘70 cohort groups. Three distinct
kinds of student data are assembled on eac|.1 classroom gre . course grades,
attendance, and standardized tests. In all instances, the class means of
several standardized tests are presented and where possible, these tests include
some administered prior to the course and some administered during the
academic year of the course. In grades nine through eleven, the distribution
of final course grades are presenfedlwhereas the third of six marking period

grades is ufilized in the senior year profiles.1

1Final érades were not available for the Class of '70 seniors at the
time of data collection and the researcher feit that the earlier grades might be

a better indication of senior performance since college admission practices tend
to foster a "slump" in the latter half of that academic year. Where available,
prior year and same year absence means are presented on the sample classes.
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PERCENT OF ALL CLASS OF 1969 AND 1970 STUDENTS

TABLE 4.3

TAKING MAJOR SUBJECT CCURSES DURING FOUR ACADEMIC YEARS,

English*:
English**:

Foreign
Lang.*:

Foreign

1
Lang.**:

Math *3
Math**:

Science*:

Science**:

Social
Stud.*:

Social

Stud.**:

P

Class of 1969

REGARDLESS OF GRADE LEVEL OF COURSE
AND "AT" GRADE LEVEL ONLY

Class of 1970

particular grade level.

*#|ndicates that course was taken in this subjec

" current grade level, e.g. a ninth grader who took ninth graa.

9 10 -1
9% 96k 9%
o%%h 8% 8%
6% 6%  40%
61%  48%  17%b
7% 6 5%
73% 48% 26%%
81% 7P  26%
81% 74%  18%
31%  26% 9%
20 2%  87%

(532)  (514)  (487)

-

rather than one who took tenth grade English.

*Indicates that course was takzn in this subject area regardless of its

12 9 i0 1 12
9% 9% 9% 9% 9%
9% 9% I1% 88  96%
22%  65% 3&% 17%
& b A% 14% 2%
b TR T 66k 64%
21 T8 A% 3% 2%
4%  TX% TP 2%  AT%
n 70 7€ 2% A0%
oL 36 28% 98% 9%
9¥b 3T  20% 9% 8%
(486) (532) (502) (494  (471)
t area at the student's
English
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Table 4.4, abstracted from Appendix B, illustrates the extensive

description of class confexis to be found there. Profiles of five, Class of

'69, sophomore English classes are presented; five hundred and ninety-one

_additional profiles, sim;lar in format, are presented in Appendix B. Reading

Table 4.4 from the top down, the first feature to note  that each class
is labeled by curriculum-—-w;hefher it is College Preparatory (CP), General
(Gen), or Business (Bus). On the next line of the takle is the class 1.D.
number, which signifies several things cbout the class. The first digit (in
Table 4.4 all are 2's) indicates the year level of the course. ! The second
digit of the [.D. riwmber signifies the official ability level or track of the
course. The remaining digit(s) represents the section number, arbitrarily
assigned within tracks. Thus English class 213 is the third section of the
first track of the sophomore English program. Similarly, in-Appendix B,
science--course 1211 is the eleventh section of the second, track of freshman
science. Continuing to read down the col.umnsin Table 4.4, we- find the
letter grade distribution of the five classes. For precision, the actual
frequency is presented rather than percentages. Next are the absence rate

means for the ninth and tenth grade yeqrs.2 Below these are the class means

1In Appendix B, off-year courses have been included only where
sample student enrollment was comparable fo at-year classes in that field.
This occurred occasionally in foreign languages and math.

2These variables are calculated in the following way: when a
student attended a full year, his absence rate is simply the sum of each
marking period's absences. When a student attended fewer than the full.
six marking periods but more than one, his absences are totaled, then
multiplied by a proportional factor to obtain the best estimate of his
attendance on a full year basis. :




TABLE 4.4

PROFILES OF FIVE CLASS OF 1969 SOPHOMORE ENGILISH CLASSES,

ABSTRACTED FROM AFPENDIX 8

*Er3Gr10:

A

O O =

m

*AB09:
AB10:
*RD09:
*RD10;
*1509:

*MS09:

Grade Confext: -«

Ability Context:

*See preliminary note to Appendix B for an explanation of the abbrevidtions

used in this table.

cp cP cp
213 221 232
2 1 2
7 14 5
6 8 10
3 2 4
.- - ]
(18) (25) (22)
10 7 9
12 13 11
12 10 9
13 10 9
80 56 43
69 50 43
1 1 2
1 2 3

GEN

GEN
264 271
1 -
3 -
3 2
2 6
- 2
(14) (10)
12 12
24 19
8 6
9 7
38 16
21 14
1 3
4 3




was af the 8Gith perceniile nationally. The stardardized iest score means
associated with each class were used fo assign that class a value ranging
from one fo five on the Ability Context variable which is shown in the
final row of Table 4.4. - This obser-ation leads us fo consider how and

why assignmenis fo context-descriptive variables were made.

Context Descripiors

The criteria used to assign class groups values on the confext
variables are fairly straightforward as is the need to develop variables of
this sort. Assignmeni of the three-valued Grading Context descriptor was
predicafed on precise formula:

1) If one-third or more of the class’s students received an

A or a B.and this number exceeded the ..umber obtaining
a D or an E, the class was considered to be "high-graded"
and given the value one.

2) If one~-half or more of the studenis received a D or an E
the class was considered "low-graded” und given the vali2
three unless an equal number of students received an A or B,

(3) If the class was neither high nor low _graded, it was
considered middle-graded and assigned the value two.

. | 76
on four staqdardized tests. The first two indicate levels of general reading
skills in grade-equivalenis so that the number "12% in the first column means
that the average ninth grade reading score for class 213 was twelfth grade
level. The other twe are language and rath aptitude scores reported as
percentile means ba:ad on nationa! norms. The average score in class 213

; on the language component of the SCAT (school and college ability test)
|
|
Assignment to the Ability Context descriptor was more judgmental, Eeing the
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result of the researcher's summary impression of its standardized tests.]  The

values for this variable represent the following:

() Value One: substantially higher than the modal ability
level for other class sections at that grade level;

(2) Value Two: dabove thé modal ability level for class sections
at that grade level;

(3) Value Three: average or about average ability;
(4) Value Four: below average cbility but within reach;

(5) Value Five: substantially below the modal ability level for
classes at that grade level.

The essential function of these context descriptors is to permit class units fo
be aggregated and l‘hereby.fo enlarge the number of participants or subjects
for analysis.

As an example, these variables allow us to examine the efects of
participation in high ability English sections, an aggregate process event with
several hundred studenis instead of separately examining a dozen smaller
process events at the classroom levei. The advantage of analyzing larger units
is that a greater number of independent variables may be explored simultaneously.
The cost of this maneuver is that it appears to violate .our earlier commitment
to the analysis of natural units which, of course, are the individual classes.
At that time we observed that the usual unit of analysis in-school evaluation=-

the school class--is inappropriate becuuse it is r:on—manipulatabfe part of the

TiNote that it would have .keen awkward to use the official ability track
designdtions to categorize classrooms into ability units. Track designations apply
within curriculum groupings and thus do not follow a consistent sequential order
with respect to absclute ability. .
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school program. Significantly, this is not true of ability or grading contexts
since both may be altered administratively with relative ease.

The choice of grading and ability contexis relates directly to the
discussion of reference group theory in Chapter Two. Nofwithstanding the I
possibility that other dim'ensic?ns of context may be highly sigr .icant, seleciion
of these two follows from the sumr arizing conclusion of that discussion-~that
studenis acquire norms for beha\;ior and self-evaluation from their immediate
peers. It is plausible to assume that a student's perception of his ability will
stem in part frem his evaluation of the ability of his classmates and likewise
that his "reaction” to a low grade may depend on the reiai'iye frequency with
which low_ grades are cssi'gned in his class. If everyone in a clc;ss is failing
French the stigma of failure is likely to Le attenuated. ‘The choice of these
two dimensions of class group structure for detailed exploration recognizes the
- zatial saliency of reference group behavior as w;:ll as the limits of the case
studv method, that only a subset of the possible group influences can receive
detailed analysis.

The iss;.le of aggregation represents a fundamentai extension of the
process accounting methodology. It commits us explore certain kinds of
possible ef.fecis and to ignore others. Specifically w are positing that the
ability levei of the class group will affect the behavior of its participants
as will the distribution of grades to its students in ways which are distinct
from the individual attribufés of obtaihing. a high grade or be%ng of high
ability, We are suggesting that there may be something operative about

grading and grouping contexts per se. |f the prime determinent of the impact
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of a particular classroom is the skill of ifs teacher and this factor is

unrelated to either grading or ability levels, analysis of l‘he,latfer dimensions
will fail to discover grouping effecis.

We will explore the theorétical significance of the context descriptors
in Chapter ~  but some additional clarification of their status is
appropriate here. The inter-relationship between the two context descriptors
is presented in Table 4.5, the marginals of which show the frequency of
each separate classroom context. Lool_<ing just af the marginals, we observe
that 26% of the 596 classes are- high-graded, 36% mid-graded, and 3%
low-graded. Similarly, 6% are highest abiljii‘y, 23% are above average
ability, 34% average, 22% below average, and 15% lowest cbility.

The gradiné’g;s”c;i’;.:tor marginals are extremely .inieresting. Thev
indicate that in almost four cut of every ten major subject classes, fifty
percent or more of the students received very low grades. Evidently the
grading curve at Transurbia High School is rather severe. In the case study
analysis and the atruction of the output measure, letter grades villLH
occupy a concpicuous ivole.

Looking at the absolute frequencies in the fifteen cells of Table 4.5,
it is apparent that grading cmd. ability coniexts are strongly related-~ihat

high ability contexts tend to be high-graded whereas low ability contexis

tend to be low-graded. Despite this, it is also clear that mony contexts

exist in which the usual conjoint pattems of grading and ability do not occur. .

The frequency of these "deviant" confexts suggests that it may be pissible

to explore the effects of grading and cbility contexts simultaneously.




80
TABLE 4.5

OVERALL RELATIONSHIP IN ABSOLUTE FREQUENCIES OF ABILH"Y AND
GRADING CONTEXT DESCRIPTORS AMONG 596 SAMPLE CLASSROOMS

Ability Context:

Highesf ' R Lowest
: 1 2 3 4 3
Grading Confext: |
Hi-Graded 1: 29 51 35 23 14 (152) 26%
Mid-Graded 2: 5 56 84 40 28 (213) 3%
Lo-Graded 3: - .29 86 71 45 (231) 3%

(34)  (136)  (205) (134)  (87) (596)

b 2% 3% 2% 156 100%

Ore further point on the general topic of the relationship between
classroom characteristics meriis atfention. Referring to Appendix B, examining
the absence means of classrooms in conjunction with their ability levels, we

find a very strong relationship: high ability confexts tend to receive relatively

-fow absence rate students and these low absence rates tend to be continued

during 1.2 school yec;r, and low ability sections tend to receive high absence
rate students who maintain their high rates of absences during the school year.
This points to a problem that has no resotution: though we hope to focus on
varying ability .ceatexts in Chapters Six and Seven we shall be examining
absence contexts which often vary in lockstep. Since it will be impossible to

separate out the differential impact of absence and ability contexts, we must
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take pains to keep their close inter-connectedness in mind when we seck to

interpret findings related to ability context.

Selection of a Subsample of Groups for Process Accounting

In this chapter and in several appendices related to it we have
described the research site und the grouping and grading practices found
thére. While these praéﬁceé constifute the general subject matter for this
case study, it would not help illustrate process:accounting to analyze .alf of
them. Even when the classroom:s are gcfegorized as values on the context
descriptors, they remain too numerous for detailed investigation here. For
this reason, a subset of'.the five hundred and ninety-six classrooms p-rofiled_ in
Ap;;endix B has been selected for intensive analysis.

Two factors have influenced this selection. The first pertains to the

interrelationship of ability group placement in the various major subject areas.

A
-,

Th.is inferrel;:tionship poses a methodnlogical probl;rr;‘but it also helps justify
a.:fécus that is limited to one particular subject area, which is classroom
groupings in English. Ability level assignment in English correlates highly
with such'assignmenfs in other sub{ect areas. To see the kind of'problem
this poses, we might consider an extreme hypothetical example of the inter~
relatedness of subject area grouping—-a school in which each classroom cohort
remains together for all c;ourses. Under this circumstance it would be quite
possible to examine the effects of student grouping generally but impossible
to separate the effects of grouping in English from those of grouping in math,

On the other hand, in a school in which ability level assignments in different
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subject areas are completely unrelated, it would be fairly simple to explore
the effects of grouping in each subject area separately while difficult to
explore ability grouping in general. Because the situation at Transurbia fits
neither extreme, it requires close attention.

The actual interrelationship between ability level placement in English
and the other subjects is fully presented in Appendix C. It shows a tendency )
for students in extreme categories of ability in English to be in similar ability
settings in other subjects. At the same -time, students in middle ability sc::cﬁons
in English frequently participate in high and low ability sections of other
subjects. The overall pattern is probably closer to the first hypothetical
situaiion of perfeci interdependent tracking among the various ability groups
than to l:he‘ complete independéﬁce pattem but sufficiently different to make
generalizations frm English groupings to general ability: placement dubious.

- A ‘arbitrary decision has been made to focus the casz study analysis
on English grouping since this is the most widely taken ar;d perhaps most basic
subject offered at *Transurbia Hich School. In doing this we must risk that
effects attributed to. particular English groupings stem partly from participation
in certain ability groupings generally. But this risk ;]]S.O carries a -beneficial
implication. It suggests that English ability grouping is something of ¢ proxy
for the other ability groupings su i’hCﬂ.’ what we anal)"/ze may be a more salient
feature of the school program than simply a course which meels less than an hour
-h school day. Since our dim is to demonsirate a methodology for discovering
and explaining the effects of group participation, we shall certainly wish to

focus on groupings most likely to "show" effects. For even if we are unable
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to precisely explicate the causal chain which leads to a discovered finding,
we may still demonsirate the patiern of reasoning that is choracteristic of
process accounfing.

T'n:; distribution of studenis in Table 4.6 may be used to point up the

second factor which has narrowed the focus of the case study to an analysis

of effects associated ‘\A{ifh the ninth grade English program.” Table 4.6 proriles

the Classes of 1969 and 1970 cohort groups in terms of the duration and the
sequencing of their Transurbia High careers. Careers are categorized into

three general groups: ‘stables" are those students who remain without interrup-

" tion at least to twelith grade, regardless of their year of eniry; *dropouis”

are sS’uden‘i' who depart prior fo dfweiﬂh grade, having been stable prier to
their departure; "unstables" are those siudents whose careers are interrupted
for at least one year of the freshman fo senior sequc-nce.] This latter group
is very small; it represents more of a logical possibility Hix a significant

career patlern. Referring then to Table 4.6, the sariple for intensive

analysis consists of those students on lines 1, 5, 6, 7, 11, 12, 13, and

Uit must be siressed that this terminology refers specifically to
the careers of the Transurbia students in the study's sample. Thus the
category "dropouts® includes studenis who fransfer to a different school
as well as students who are “left back" a grade and continue their educatioms
at Transurbia "~ School. Data were not reliably present on graduation for
the Class of 1v,u, hence the possibility of senior year dropouts is not
enfertained. This is less distorting than it might appear since many "late"
dropouts at Transurbia continue their education at night school. Similarly,
Table 4.6 does not differentiate transfer-outs and "lefi~backs" from dropouts,
again because reliable data were not available. Table 4.6 is merely a ceneral
description of the duration and sequence of student attendance in the .ohort
groups.
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14.7  These total to 79% of the Class of 1949 black students and 76% of the

Class of 1970 blacks, altogether 77% of the target sumple. Table 4.6 calls
attention to an imporiant characteristic of class colort analysis-~that membership
in a school class changes over a four year period. Clearly our sirategy for
studying the experience. of a school class cohort must take into account the
nature of student turnover characteristic of this group.

Underlying the oxclusion of studenis whe enier Trarsurtia High Scheol
suk:iequent to ninth grade is, of coursz, the paramount need to curtail the
scope of the case study aralysis. Beyond this there is research which suggests

i

that the initial experience of an educational setting may be critical and ninth

]Though we have thoroughly defined the set of siudents to be examined
in the case study, the fact that the unit of analysis is to be student groups
raises additional complications. We will be studying the effects of participation
in ninth grade English sections. If a.sample student pariicipates in two
English coursss during his ninth grade year, which ‘course are we to count?
Since we cre interested in discovériqé the impact of the freshman English
program, the obviously correct procedure would be to study both course
expcriences.  This presents us with an odd methodological problem=--cne which
does not normally occur in survey analysis which is the patent for process
accounting. If a student mdy legitimately be counted twice in the analysis
of freshman- English, how are we to arrange the data so as * - have an effective
sample <12e in excess of the number of studenis in the sample iiself?

Without going deeply into the technicalifies of this matter which are
discussed in Appendix A, -several general comiments are in order. The problem
of multiple enrollment by a single studeint in several courses of the same kind
was ignored in previous Transurbia research by the arbitrary device of selecting
outr one course for inclusion in the data file. Because a purpose of the present
research was 16 fefine menitoring methods and to make them more comprehonsive.
this expedient was proscribed. Instead a refined sampling procedure was devised
which allows a student to be counted twice if he participates in +wo grouping
sections. Importantly, if both sections are low ability groups and we decide
to analyze low ability groups as an aggregate unit, the same student is counted
twice in the base number of participants. See Appendix A for details of the
data arrangement which makes this manipulation possible.




TABLE 4.6

DURATION AMND SEQUENCE OF TRAMNSURBIA HIGH SCHOOL CAREERS

FOR THE CLASSES OF 1969 AND 1970, BLACKS ONLY

STABLE, Gr 9, 10, 11, 12:

STABLE, Gr 10,11, 12:

STABLE, Gr 11, 12:

Gr 9:

Gr 9, 10:

Gr 9, 10, 11:

Gr 10
Gr 10, 11:
Grl11:

Gr 9, 11:-

Gr 9, 11, 12:

Gr 9, 12:

Line #

1.

2.

3.

4. STABLE, Gr 12:
5. DROPOUT,
~ 6. DROPOUT,
7. DROPOUT,
8. DROPOUT,
9. DROPOUT,
10. DROPOUT,
11. UNSTABLE,
12, UNSTABLE,
13.  UNSTABLE,
14. UNSTABLE,

Gr 9, 10, 12;

Cless of 1969 Class of 1970  Totul
57.9 50.0 53.7
5.2 . 5.5 5.3
4.0 40 4.4
5.4 67 6l
10.0 1.6 10.9
5.4 6.9 6.2
3.3 6 4.8
3.3 2.7 3.0
1.0 1.1 1.1
2.8 3.4 3.1
0.2 0.3 0.2
. 0.5 0.2
0.3 0.3 0.3
1.6 0.2 0.8
100% 100% 100%
(579) (656) (1235)
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grade classes best represent this condition.! Also, Table 4.6 shows that the
cohort groups are largest in the ninth grade so that any later subsample would
involve the use of a  ~ller sample.

Having reduced the focus of the case study to the freshman English
orogram, we must now reexamine the context descriptors described earlier
for the complete sample of student groups at Transurbia High School. Ihe,:'
issue here is whether abilily and leter giading contexts ave sufficiently
independent of one another to ‘permit an examination of their separate effects
in the case study analysis. Table 4.7 presents the inter-relationship between
ability and grading contexts for the ninth grade English pregram. ~As with
Table 4.5, if we examins the marginals we find the relative frequency of
each confext category. Twenty—four percent of the English scctions are
high-gradéd; 3%% are mid-graded and an equal percent low-graded. Thic
con;'rasfs with 2% highest ability, 16% above averc;ge, 29% average, 3%
below average, and 18% of lowest ability. Looking just at the cells of
Table 4.7, and comparing these with Table 4.5, we observe a less strong
tendency for high-graded, high\abilify coniexis fo be. co-joined. Indeed if
we dichotomize these two contextual variables so that upper ability ranges
from one fo three on the ability descriptor and high-ﬁgraded consists of one
.and two on the grading descriptor, the relationship between abiliiy and
grading context appears somewhat attenuated. As Table 4.8 demonstrates,

¢onceived . dichotomous, and specified for the ninth grade English pregram

lsee Walter L. Wallace, Student Culture: Social Structure and
Continuity in a Liberal Arts College (Chicago: Aldine Publishing Company,
1936).

o ey
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TABLE 4.7
RELATIONSHIP IN ABSOLUTE FREQUENCIES OF ABILITY
. AND GRADING CONTEXT
AMONG 15 FRUSHMAN ENGLISH SECTIONS

Ability Context:

Highest Lowest
1oz 3 4 s
Geeding Confexi:
Hi-Graded 1: 1 4 - 5 1 a1 24%
| Mid-Graded 2: - 2 8 3 4 (17) 3%%
Lo-Graded 3: - 1 5 8 3 (17) 38%
(1) 7y (3 (i) (8) (45)

2o 16% 2%% 34% 18% 1C0%

TABLE 4.8
RELATIONSHIP IN ABSOLUTE FREQUENMCIES

OF DICHOTOMIZED ABILITY AND GRADING CONTEXT DESCRIPTORS
AMONG 45 FRESHMAN ENGLISH SECTIONS

Ability Contexi:

Greding Context:
High: | 15 - 13 (28) 62%
Low: 6 11 (17) 38%
o (24) (45)

47% 53% 100%
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at Transurbia High Schoo!, ability and grading contexis appear fo be

largely independent of one another. This condition provides the justification
for treating these coniexi descriptors as independent in the case study
analysis in Chapier Six.

It is clear from the discussion in this chapfer that our case study
analysis will concem the efferis of ability grouping and letier grading in
the ninth grade English program at Transurbia High School. Many other
group coniexis might have been selecied bui the ninth grade English

program offers the best single vantage for demonstrating process accounting.




P b

CHAPTER V

CASE STUDY: THE OUTPUT MEASURE

Any study which pretends to ossess the effects of institutional
arrangements requires the use of some evaluative-tyoe measures. What we
need are measures of "goodness.” From a resecrch standpoint, the choize
of measures is analogous to the relationship between concept and indicator.
The concept; of course, is that the pariicular feature is "doing well,” is
"working," or "is gocd," and the problem becomes that of selecting
appropriate measurable dimensions. These choices are crucial. [If we maintain
that a particular program is doing well because it relates fo ceriain measures
and these measures are nof s:ens:ibly indicative of what we mean by "doing

well," our evaludtive efforts will necessarily be futile.

The Academic ldentification Typology

In this study the possibilities for output measures have been severely
circumscribed by the kinds of available data. Attitude and'self—image reports
were available on some Class of 1970 Seniors but difficulties in the
administration of the questionnaire resulted in a distribution of respondents that
was skewed toward the higher attending and achieving students.!  For this

reason it was decided to search the school records file for output measures that

lc.f. Appendix A.

e
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would. apply to all students in the sample.] The result of: this search is
a single measure that is broad in concept bui rather limited in definition.2
In the school records three kinds of data appear to be possible
candidates tor inclusion in an output measure--standardized tests, school
attendance, and letter grades. Standardized tests require the use of a
procedure to control for initial levels of ability, kamowledge, or skill. Given
the rate of siudent turnover (c.f. Table 4.6) and "missing information,® the
use of such tests would result in the systematic elimination of very marginal
students from aralysis. They are the very subjects we are most eager to
study! For this reason, no attempt was made to construct an output measure
involving these tests. Likewise, the use of school attendance information
requires great caution since attendance clearly is an indication of physical
malaise as well as dissatisfaction. These considcrations prompted the use of
letter grades as the central component of the oufput measure.

Concerning the substantive import of the output measure, what do

a student's grades tell us about his overall adaptation in school? We have

already observed the peculiar, low distribution of grades at Transurbia High

10nce again, the desire to be comprehensive wos a factor here. The
selection of ninth grade English as ihe subject for intensive case study analysis
evolved after considerable preliminary analysis. It was highly desirable to
have an output measure which could be applied to the analysis of a variefy
of independent variables and one which would not sacrifice unnecessarily any
particular segment of the sample.

2The use of a single output measure contrasts with the claim in Chapter
Three that process accounting incorporates a variety of output measures. In
essence, we will make use of only one post-event measure in our analysis.
The fault here lies with the resources available to the case study, not with
the logic of process accounting.
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School so that it seems reasonable to suppose that high grades are never
awarded casually. It is '‘kely that in a great majority of cases, a student
who acquires an "A" or a "B" in a majcr subject hos expended effort toward
that result. Let us inierpret this effort as indicative of strong academic

identification.] Thus all students acquiring high grades in a major subject

at the end of their Transurbia careers, will be placed in the "Academic

2

[dentifier" category of the output measure.
What then about studenis who also try to succeed, yet fail to acquire

an "A" or "B"? Are not these students also academic identifiers? Perhaps

they fail to obtain a high grade only because they ore less gifted. Oa this

point there is evidence if we are willing to assume that school attendance

is also indicative of effort and academic identification. In Table 5.1 we

may compare siudents in the top and bottom quariiles of language aptitude

1his interpretation constitutes a fundamental assumption in the
construction of the output measure. One might argue, though if seems to
this researcher far less plausible, that high grades are merely indicative of
fear of parental retribution.. The data file is insufficient to substantiate
either assumption.

2As will be explained shortly, students who attended Transurbia High
School for anly one year are assigred to separate categories on the output
measure. Thus for purposes of calculafing the output measure, a student's
ninth grade year's grades are irrelevant. For the other years, the "major"
subjects whose grades were examined varied: for students departing after
tenth grade, letter grades in science and English were relevant; after
eleventh and twelfth grades, letter grades in social studies and English
were counted. Letter grades in other major subjects were not scored for this
purpose because enrollments in them varied and fended to favor students in
the College Preparatory program. In order to minimize bias, only subject
arecs with extensive enrollments were used. See Table 4.3 for a description
of the enrollments by grade year and subject area.




92

with respect to their rates Sf school aitendance s indicaled by.fhc percent
in the highest absences' half of the school class for any given schoo! year,
By controlling for letter grade received in English, we are able to see if the
less able students recciving a "C" appear to have tried as hard as their more
able peers who received the same grade. Looking at the bottom line of
Table 5.1, which totals the exp‘eriences of the four years for the combined
sample classes, we find that 42% of the low ability studenis who obtained
a "C" in English had high absences in' contrast to only ?5% of the high
ability students. These data appear to justify limiting membership in the
Academic Identifier category of the output measure to students obtaining
high grades only. Also, looking more gencrally at Table 5.1, we find
a strong positive correlation between high grades and low attendance at
both levels of ability.

"Academic Identifiers" are siudents who receive high grades in a ma jor
* subject their final year unless they attended Transurbia High School for only
one year. This last restriction relates to our interest in letfer grades as an
independent variable. In. the. analysis which follows this chapter, we will be
treating students' letter grades in freshman English as: educational treatments
in the fashion of process accounting described in Chapter Three. It becomes
impossible then to analyze the effects of a letter grade treatment in ferms of
an output measure which incorporates this very grade. On the other hand,
we can examine the effects of freshman grades on grades received in subsequent
years. For this reason, students attending school for one year only are sorted

into separate categories of the output measure. Specifically, they are termed
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TABLE 5.1

PERCENT OF STUDENTS WITH HIGH ABSENCES,
COMPARING STUDENTS IN TOP AND BOTTOM QUARTILES
IN LANGUAGE APTITUDE, CONTROLLING FOR LETTER GRADE
RECEIVED IN ENGLISH AND SCHOOL YEAR AND COMBINING
THE CLASSES OF 1969 AND 1970, BLACKS ONLY*

Language Aptitude:

Bottom Quartile: Top Quartile:

English Grade: AorB C DorE AorB C D orkE

Grade 9: 35% 3%  49% 4%  29%  41%
3 09 @77 78 68 (39
Grade 10: 3% . 4&%  58% 18%  27% 4%
24)  (52)  (80) 61) @4 @9
Grade- 11: 2% 4% 65% 1% 16 52%
15 (66)  (99) ey 1) @1
Grade 12: 2%  43% 5% 17% 2% 61%
20)  (47)  (107) 92) (49 (36
TOTAL: 29% 4%  5&% 7%  25%  50%
(82)  (243)  (363) (322)  (207)  (135)

*Language aptitude is measured by the ninth grade Language SCAT fest
grades nine and ten and the eleventh grade Language SCAT test for
grades eleven and twelve. See the preliminary nofe to Appendix B
for an explanation of the SCAT tests. To be included in the high
absence rate category, a student had to be in the bottom half of the
annual attendance distribution for his school class.
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"PreSeniors” if the one ycar attended was other than twelfth grade and
"Seniors" if they attended twelfth grade only. This distinction relates to
our uncertainty as to the status of students departing ihe semple, e.g.
whether they are transfer-outs .or diopouts. Unlike other one year attenders,
"Seniors" may have successfully completed school careers with the sample
cohorts. Both of the categories are non-evaluative in a general sense. |
With the exception of one year aitenders, students receiving the
letter grades "A" or "B" in a major subject in their final year of attendance
will be assigned to the high-valued category of the output measure. |t is
reassuring to note that the official Transurbia definition of "B" level work
is that it is "good." The oufpui measure does not pretend to empody a
profound understanding of school impact-~it is possible that in the course of
a lifetime, good grades in high school are inversely correlated with self-
actualization and a life which benefits family and community. All this
particular output measure aims to represent is the immediate adaptation of
the student fo the school situation--his success or failure in terms that
reflect the organization's values. Therefore at the other extreme caiegory
of this measure, we wish to place ccademic renegades—-those who seem to
expend fhe. least effort to acquire o’Fﬁcial rewards.

This being so, school dropouts are cbvious candidates for placement

o the analysis, it will appear recsonable to inferpret the premature
departure of a large percentage of studenis allocated to certain process eveni
conditions as indicative of @ negative impact. Where this occurs, it will be
discussed. As a general rule, the status of "PreSenior" is equivocal with
respect to evaluative implications.
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in this extreme category. High grades are the zenith of academic
accomplishment, but graduation is still considered an important value. As
a general rule, we wish to separaic on our oulput measure those students
who drop out from those who stick it out.) If we arc not sufficiently

impressed with the careers of the sticker-outers to label them "Academic

Identifiers," we may call them "Academic Neutrals.” They form the residual

category of the typology, those who neither identify strongly enough with the

school program to acquire high final grades nor who are sufficiently disaffected
with school to leave. However, the fact of graduation is in itself no sure
sign of high or even neutral academic identification. The low grading curve
at Transurbia indicafes thar many students are socially promoted and it is not
unreasonable to imagine that some manage to suffer through school and to
graduate expending little effort and acquiring few rewards. Like the paradig-

matic dropout, we may imagine such students to be academic renegades--in

]Unfortunately no independent measure of school dropouis as distinct
from transfer-outs was available to us so that actual assignment to this group
was predicated upon the following rule of thumb. If a student left school
prior to grade twelve and his final year's grades included an "A™" or "B" in
a major subject, he is assigned to the "Academic Identifier" class. This
presumes that such siudents are likely to continue their education and to do
well. If.a student left schoo! and did not haye a high grade to his credit
at the time of his departure, he is considered a dropout. No doubt this
procedure misclassifies some perfectly well-adapted students whose families
move to different school districts and who continue their education there.
However, it seemed worthwhile to this investigator to give the benefit of
a real doubt to those students who managed to “stick it out" till twelfth
grade at Transurbia High and accord them a differential output rating as
distinct from the early departees for whom no certain proof of continued
education was available. Departing students who had attended for only
one school year are exempted from this distinction, being classified as
"PreSeniors" instead.
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the main, their identification with the academic program at Transurbia High
School is minimal. Such students are also included in the "Academic Renegade" .
category of the output typology. They are identified by the following
characteristics: they receive either a *D" or an "E" in twelfth grade English
and they fall info the highest quartile in twelfth grade absences. Considering
the high absence rates at Transurbia High School, such students appear marginal
at a common sense level, having missed at least thirty-six days for the Class
of 1969 cohort and at least fifty-two days for the 1970 Class.

It is possible to depict the output typology now in terms of its
component variables-~to diagram what has been called the property space of

1

the measure.’ In doing this, we nced to recall our earlier decision to
separate out students who attended Transurbia High School for only one year.
Such studenis themselves are divided into two classes—-those who left school
before twelfth grade (and who may then be dropouts) and those who entered
and left as seniors. The former will be called "PreSeniors Only" and the
latter "Seniors Only!  Altogether the following. elements figure in the a:ssign~
ment of a student to « category on the output typology: number of years
attending Transurbia High; whether student attended twelfth grade; his grade
in major subjects during his final year; his grade in English duiing his twelfth

grade year; his twelfth grade absence rate. Most of these elements are

represented in the following diagram.

1See Allen H. Barton, "The Concept of Property~-Space in Social
Research," in Paul F. Lazersfeld and Morris Rosenberg (eds.), The Language
of Social Research (New York: The Free Press, 1955), pp. 40-53.
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PROPERTY SPACE OF THE QUTPUT TYPOLOGY

Student Atiended:

Two Years or More One Year Only

Left prior to
12th grade:

Yes No Yes No
12th grede
absence rate:
Not Applicable High Not High Irrelevant : lrrelevant
Last year's ¥
grades:
A !
"Academic ldentifiers"
B - "PreSeniors" | "“Seniors"
C } " Academic Neutrals"
, D
"Academic Renegades"
E

Ovtput Measure in Profile

We have explored the légic und rationale of the output typology but
have not considered how students are distributed on this variable and vhat sort
of students fall into which categories. One way of validating a measure is to
create a conviction that it measures what it pretends to by demonstrating that it

correlates in a predictable fashion with other variables. In this section we will

examine the relationship between the Academic Identification Typology and
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several variables. In addition to supporting the thesis that this output measure
is reason.ole, this presentation will serve to introduce and describe major
independent variable descriptorsto be used in the next chapters.

It is a commonplace feature of the American educational system that
girls tend to outperform boys at the elementary and secondary levels though
they are less likely 1o attend college. Stereotypically, girls accept schocl
values of neatness, punciuality, and discipline more readily than boys
wl Ye receiving less family and societal support for higher education.!  This
being so, we would anticipate that girls will be disproporiionately represented
in the Academic Identifier category and underrepresented in the Academic
Renegade‘caiegmy. Table 5.2 shows the percentage of girls and boys in
each of the output categories for each school class separately and overall tor
the entire sample. The output patterns broken down by sex are simila for
the two classes: overali girls constitute 64% of tl-;e Iden (fiers but only 4%%
of the Renegades. These data support the confention that the cutput measure
reflects identification with the school program.

As was noted in the |CIS‘i’ chapter, the rapid influx of blacks to
Transurbia in the late '60's was accompanied by 1 decline in the SES of the
blacks and by a tendency for children from "fatherless homes to enter the

school system. In Transurbia these tendencies are highly related since the

l56r a discussion of lower female aspirations for higher « ' .cation in
relationship to intelligence und to socioeconomic origins, see Wiliiam H. Sewell
and Vimal P. Shah, "Socioeconomic Status, Intelligence, and the Attainment
of Higher Education," in Ronald M. Pavalko (ed), Sociology of Education:
A Book of Readings (ltasca, 1ll.: F. E. Peacock Publishers, 1968), pp. 113-138.
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TABLE 5.2
PROFILE OF OUTPUT MEASURE CATEGORIES

BY SEX OF STUDENTS, CONTROLLING FOR SCHOOL CLASS,
BLACKS ONLY

Output Measure:

Pre-
Academic Academic  Academic Senior  Senior
ldentifier Neutral Renegade Only  Only TOTAL

Class of

1969:

Male: 39 47 50 51 52 46

Femal’e: _ 61 53 50 49 48 54
100% 100% 100% 100%  100%  100%
(186) (159) (110) 93 @)  (579)

Class of

@:

. Male: 33- 46 52 44 70 45

Female: _67 54 A 48 56 30 55
100% 100% 100% 100%  100%  100%
(175) (173) (148) (116) (44  (656)

TOTAL:

Male: 36 47 51 47 63 46

Female: 64 53 49 53 37 54
100% 100% 100% 100% 100%  100%

(361) (332) (258) o) (5 (1239)




100

children from broken homes tend to be disproportionately lower in socio-
economic status relative to their black peers from intact families. Reliable
information was available on family structure from the school records in
"Transurbia while direct SES data were scanty. The social status variable in
Table 5.3 is operationalized then on the basis of this family structure
information as follows: "high" status indicates that the mother and father
were both present in the home; "low" status indicates that one or both parents
were not present. The social status variable then is a measure of convenience
rather than a pure indicator of eifi’ner family structure or socioeconomic
differences. It is an amalgam of what are generally held to be disadvan-
tageous social charac%erisﬁ.cs so that we would expect to find a dispropor-
tionate number of fow status students in the Academic Renegade catégory of
the output mea§u're. Table 5.3 shows the relationship between the Academic
Identification Typology and this social status variable for both school classes.
Looking at the combined class totals, 41% of the Renegades are of low s;afus
and an additional 24% are missing information on this dimension, whereas 33%

1

of the Identifiers are low in social status while 8% lack information.

The high variance on the no information category reflects an important
oddir{ of working with school records: ‘the more marginai students tend to be
greatly underrepresented in virtually dll areas of possible documentation. This is

notably true of standardized tests with the effect that class results tend always to

be inflated to the extent that marginal students are more likely fo absent themseives
from the testing or, perhaps, to be absented by the schooi.administration. Students
on whom information is lacking in the records probably are disproportionaiely of low
status. The social staius variable in Table 5.3 might better be interprefed as a
dichotomy of "high status" versus "other,” meaning low status or no information.
Were we fo do this, the magnitude of the differences in the soctal status profiles of
the output categories would be more realistically large: 59% of the Identifiers '
being of high status, 53% of the Neutrals, but only 35% of the Renegades. Over-

all the relationship between the output typology and the social status variable is
Guite consistent with the interpretation of the typology as an indicator of identifi~

cation with school.
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Class of

1969:

High Status:

iow Status:

No Info.:

_C_l_ass of
1970:

Higﬁh Status:

Low Status:

No. Info.:

TOTAL:

High Status:

Low Stafus:

No Info. :

PROFILE OF OUTPUT MEASURE CATEGORIES

TABLE 5.3

BY SOCIAL STATUS OF STUDENTS
CONTROLLING FOR SCHOOL CLASS, BLACKS ONLY

OQutput Measure:
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Academic  Academic  Academic gz;i.or Senior
Identifier  Neutral Renegade  Only Only TOTAL
61 52 40 33 42 4%
34 42 45 40 52 40
5 7 15 27 6 11
100% 101% 100% 100% 100% 100%
(186) (159) (110) (93)} .. (1) (579)
57 55 31 22 16 42
32 38 39 27 41 35
11 7 30 51 43 23
100% 100% 100% 100% 100% 100%
(175) (173) (148) (116) (44) (656)
59 53 35 27 27 45
33 40 41 3 45 37
8 7 24 40 28 18
100% - 100% 100% 100% 100% 100%
(361) (332) (258) (209) (75) (1235)
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Schools are places in which academic talent tends to be rewarded.

For this reason, we would expect students of greater ability to be dispropor-
tionately represeﬁfed in the Academic ldentifier categery and underrepresented
in the Renegade category. The measure of academic talent used to describe
this relationship in Table 5.4 is called the Academic Potential Index. \The
large number of standardized tests administered to Transurbia students, their
comparability as gross measures of academic aptitude, and the desire to situate
as many students as possible on an academic aptitude measure prompted the
use of an index rather than reliance on any single test. The index was
developed to represent the maximum, i;wdicafed potential of each student.

If a student ever scored in the highest quartile relative to other Transuibia

classmates on one 6f the standardized tests, he was assigned to the "Hi

1

Potential” category.’ If he never scored above the 40th percentile locally

and had at least one score in the bottom quartile, he was assigned to the,

"Low Potential" category. Otherwise he was assigned to the category labeled
"Mid Range," or, if no test score at all was available, to the "No Information"
category. Since the test score means of the Transurbia classes tend to be only
slightly below national norms, the Academic Potential Index is a rough measure

of petential on a national as well as local standard.

The tests used varied by school class. For the Class of 1969, the
following were employed: eighth grade reading and math aptitude, eighth
grade 1.Q., ninth and eleventh grade language and math SCAT's, ninth and
tenth grade generdl reading level scores, and the verbal and math CEEB's.

For the class of -1970, all of the above were utilized except for the eighth
grade reading and math aptitude scores which were not available. In -addition,
ar: eleventh grade general reading level score was employed.




TABLE 5.4

PROFILE OF OUTPUT MEASURE CATEGORIES
BY ABILITY POTENTIAL OF STUDENTS,
CONTROLLING FOR SCHOOL CLASS, BLACKS ONLY

Class of 1969:

High Potential:

Mid-Range:
Low Potential:

No Info.:

Class of 1970:

High Potential:

Mid-Range:
Low Potential:

No Info.:

TOTAL:

High Potential:

Mid-Range:
Low Potential:

No Info.:

Output Measure:
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Pre-
Academic Academic Academic Senior Senior ]
Identifier Neutral ~ Renegade Only  Only  TOTAL
67 30 27 15 7 38
19 40 29 24 26 -28
10 23 32 34 13 22
4 6 12 27 55 13
100% 9%% 100% 100% 101% 101%
(186) (159) (110) (93) (31) (579)
57 41 21 21 5 35
23 30 31 16 14 25
14 23 33 16 7 20
6 6 15 47 75 20
100% 100°% 100% 100% 101% 16076
(175) (173) (148) (116) (44) (656)
62 36 24 18 5 36 |
21 " 35 30 20 19 26
12 23 33 24 9 2]
5 6 14 38 67 17 |
100% 100°%6 101% 100% 100% 100% .
(361) (332) (258) (209) (75) (1235)




104

The data in Table 5.4 show a strong overrepresentation of "Hi

Potentials" in the Identifier category and a corresponding underrepresentalion
in the Rencgade category for both school classes. Combining the two classes,
we find 62% of the Identifiers are "Hi Potentials" versus only 30% of the
Renegades. Similarly, "Low Potentials" are overrepresented in the Renegade
category as are "No Informations."” The figures herg are 12% "Low Potential”
and 5% *No Information" for Ildentifiers in conirast to 33% and 14% for the
Renegades. Once again, the data sirengthen the conviction that the output
measure is related to academic identification.

In this regord, one further variable is worth considering=since it is
one of the most commonly used ouiput measures of high school performance. )
Regretiably, reliable data on college attendance are available only for the
Class of 1969. If the output typology measures identification with the
academic program at iransurbia, we would expect it to correlate highly
with college atiendance. The data for the Class of '69 are presented in
Table 5.5; it confirms our previous profiles by showing a strong positive
relationship between attendance at college and academic identification.

Looking just at Class of '69 students who graduated and on whom college

attendance information was available, we find 57% of the Identifiers attending

a four year college in contrast to 6% of the Renegades. Similarly only 28%

of the Identifiers had no college plans as opposed to 80% of the Renegades.
Summarizing the profiles of the output measures, we have found

a uniform pattern of relationships between the output categories and a variety




TABLE 5.5
PROFILE OF OUTPUT MEASURE CATEGORIES

BY COLLEGE ATTENDANCE OF
CLASS OF 1969 GRADUATES, BLACKS ONLY*

Output Measure:

Pre-
Academic Academic Academic Senior Senior
Identificr  Neutral Renegade Only  Only  TOTAL

No College

Plans: 29 54 80 - 58 47

2 Yr.

College or

Technical

School: .14 - 22 14 - 21 17

4 Yr.

College: 57 24 - ) - 21 36
1007% 100% 100% 100% 100%
(162} (138) (51) (19) (370)

*College attendance information is derived from students' permanent record
cards via the School Records Codesheet (Appendix E); it is based on
notations about final high school iranscript being sent to college. It is
possible that the college attendance figures in this table are slightly
inflaied.
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of independent variables consistent with what one could have predicted

for a measure of academic identificaﬁqn. These descriptions reinforce

the interprefation of the school record-derived output typology as a measure =

of academic identification. -
In this chapter we have described the output measure for the case

study. In the next chapter we shall examine the effects of participation in

Transutbia High School's freshman English program in terms of the students’

subsequent academic identification.

g—
H
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S CHAPTER VI
CASE STUDY:

AN ANALYSIS OF INHERENT [NEQUALITY

What happens to students frem different subgroups who aie situated
in the same process event condition? If we observe that one group shows
a lower output measure profile, are wé entitled to aitribute this to the effects
of participation in that process event condition? Finally, if we do find
differences in freafment "effecis," how may we explain these? These
questions indicate the subjects to be discussed in this chapter.

Underlying the topics in this chapter is a concern that the nature of
process evenfs in schools may result in unsuitable treatment for members of
different subgroups. This concem is summarized in the notion of "inherent

inequality” which relates to the appropriateness of a profferred: treaiment

for different clieni types. For example, suppose a school required that all
students enroll in four years of a foreign language. This réquix’emenf might
be unsuitable for those students whose career aspirations do not realistically
require expertise in a foreign language. Or more dramatically, suppose a
doctor were to perform appendecforr;ies on all members of a hospital 'war.d,
irregardless of their diagnosis. Both these examples point up an important
characteristic of organizational freafments-:—fhey may be differentially matched

to the needs of different subgroups. To the exient tiat a subgroup is exposed
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to process event conditions that are ill-suited to their needs, we shall say
that an inherent inequality exists. OFf course, if the treaiment is ill-svited
to the needs of all recipients, we will be more blunt and say that the
treatment is either ineffective or pernicious.

The existence oft‘ some inherent inequalities is prokably beneficial to
the accomplishment of the socializing goals of people-processing organizations
so that this ferminology should not be taken to entail a blanket criticism.
Schools are a very good case in peint since it is traditional for them to
reward the academically talented at the expense of the less talented.
Although this tradition probably would benefit from scrupulous examination,
it is reasonable to imagine that some sort of dispz'c;porfionafe reward structure
may be needed to encourage the Fuil development of academic talent in all

: 4
studenis. Similarly, it is uncertain that any school athletic program could
be successful if it did not reward the physically ca;aable at the expense of
the less capable.

Broadly speaking then, our concern with inherent inequality in this
chapter will focus on inequalifi(;s which are unintended. It would be of
limited value to show that the brighter students at Transurbia High Scho.ol
tend fo fare better than their classmafes. Such a finding would hardly be
unexpected. Ifs greaiest interest is that it atiaches to a philosophical

maelstrom as to whether public schools should promote excellence at the

expense of equctlity.'l And though worthwhile of iiself, this controversy

TDefined as the provision of educational gains for the greatest number
of studenis, an egalitarian ethos has long been a characteristic of public
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would not help demonstrate the methodological principles of process
accounting. These reflections, however, do point up an important

characteristic of inherent inszcualities in general which is that they invariably

have their source in the convergence of differential input characteristics of

P

subgroup members (e.g. academic talent) and the naturé of the process events

e.g. a reward structure keyed to talent). Thus explanations of findings of
y Al

education in America. In The lrony of Early School Reform (Boston: Beacon
Press, 1970) which relates to the increasing provision of public education to all
children, Michael B. Katz is sharply critical of reformers who, he believes,
promoted arrangements which estranged lower classes from the public school
system. His cogent argument questions the reality of early egalitarianism
related to the school system yet it scems to underscore the extent o which

an egalitarian ethos had become attached to the public school institution.
Similarly, Lawrence Cremin depicis the progressive movement in American
education as partly an attempt to make workable and relevant universal public
education, that is, to distribute education meaningfully to all segments of
American sociely. Sec Lawrence A. Cremin, The Transformation of the School
(New York: Vintage Books, 1961). Martin Trow and Alan B. Wilson likewise
note the persistence of the Americun cthos of equality of educational opportunity.
See Martin Trow, "The Second Transformation of American Sccondary Education,”
in R. Bendix and S. M. Lipset (eds), Class, Status and Power, second edition,
(New York:- The Free Press, 1966), pp. 437-449. Alan 8. Wilson, "Social
Class and Equal Educational Opportunity,” Harvard Educational Review, Equal
Educational Opportunity (Cambridge, Mass.: Harvard University Press, 1969),
pp. 80-87. More recently, cspecially in the post-Sputnik area, excellence

as an alternative socializing " »al has been greatly discussed and defended.
According to this, public schools are expected to discover, to encourcge, and
to provide specialized training for students of exceptional academic talent.

The rationale for this goal is that such studenis merit a disproportionate
allocation .of public resources because they are able to contribute more to the
overall public good in a technologically advanced society. Advocales such

as James B. Conant and John W. Gardner recognize the possible conflict
between the goals of excellence and equality. They fend to apologize for
their concem wiih excellence by subscribing to a belief that America's super-
abundance of material resources will permit the simuitaneous achicvement of
both socializing goals. Secc James B. Conant, The American High School Today
(New York: McGraw~Hill Book Company, 1959), ‘and The Comprehensive High
School (New York: McGraw=Hill Book Company, 1967), and John W. Gardner,
Excellence: Can We Be Equal and Excellent Too? (New York: Harper & Row,
1961). o
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inherent inequality require the specification of differential input
characteristics as well as isolation of specific structural features of the

precess events in question. Inherent inequalities stem from the inicraciional

effects of structural properties on these preexisting subgroup differences.

Although we shall not engage in an examination of the range of sccial
values which school organi.ations promote, our focus on the interactional
effects of scheol structures on studenis does involve certain value presupposi-
tions. These, of course, include the value assumptions discussed in Chapter
Five which relate to the dependent variable of academic identification, i.e.
that it is a measure of "goodness." In addition we shall assume that
d “ferences in the output measure profiles of subgroups reflect characieristics of
the subgroup rather than deliberate attempis to discriminate against subclasses
of students. The only exception to this assumption of non-discrimination
concerns the matter of special treatment of the acad‘emically gifted.
Consequently so long as the level of talent is controlled, subgroup differences
will be attributed to antecedent characteristics of subgroup members rather than
intentional, policy decisions. The special province of process accounting
resides in the discevery and explanation of instances wherein subgroup
differences reflect both the antecedent characteristics of siudents and the
siructural properties of process events. We shall judge such interactional
effecis as pernicious to the extent that they appear to be the unnecessary
outcomes of inappropriate structural properties for the particular student

subclasses. Our central value assumption then is that any instance of

maladaptive behavior is wrong which can be fraced, even in part, to
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manipulatable (and thus potentially remediable) features of organizations
such as process events.  This assumption was implicit in our discussion in
Chapier One of the ansforming characieristics of modem socicty so
eloquently disclaimed by C. Wright Mills.

One further reflection on the general topic of inequality of treaiment
may hels clarify the scope of process accounting methodology to be
demonsirated in this chapter. When looked at in an overall sense, the
existence of any substantial output measure difference between members of
two subgroups in relationship to the experience of participafing in an
organization is certain testimony to the existence of either an infended or
an unintended inherent incquality.] However when one considers fragments
of the ov'erall picture such as different ability settings, cach one of which
may be described as a separate process event condition, one may find no

significant inherent inequalities. And this may occur in schools in which

large overall subgroup differences are found which really are treatment

effects! Whai--underlies fhis. situation is the obvious fact that different

contexts may be differentially effective and that subgroup members nced not
be evenly distribuied to all contexts. At a common sense level, if-brighter

studenis are assigned to the best teachers, they may bencfit from a

IThis is a very iricky statement and much weight should be given to
the phrase "in relationship to.” Clearly a "finding" tha’ brighier studenis
(higher 1.Q.) read better (higher reading sceres) would not necessarily testify
to an inherent inequality of treatment. For this to be the case, cvidence is
required that the reading scores of the brighter students are higher than
expected in a way which suggests that they raceived disproportionate benefits
from the school. Use of output measures that are not directly tied to
preexisting levels of skill simplifies ’fhe discovery of inherent inequalities.
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"distributive inequality” which may be entirely in addition to the fact

that they also receive higher grades in all the different contexis. Inherent
incqualities always relate to the experience of the same process cvent condition
whereas distributive inequalities arise from differential access to more favorable
process event conditions.

It goes beyond the scope of the present case study fo analyze
distributive inequalities because this requires a determination of the absolute
eificacy of different process event condilions. Such an evaluation is virtually

1

impossible short of a controlled experiment.' For this rcason the circumscribed
nature of our sphere of inquiry must be stressed. We shall be looking at the
output measure profiles of iwo subgroups under a variely of process event

conditions. Qur comparisons will always be between fwo groups in ke same

sefting on whom available background data suggest an equal likelikood of

success in school, i.e. one group is not more talented than the other. This
sort of analysis does not require knowledge of the overall effectiveness of the
different process event conditions so that it will remain possible that one of

these subgroups does less well in school specifically because it tends to be

1Perhaps this claim should be qualified. Disiributive inequalities clearly
arise if process event conditions differ in their efficacy but incqualities might
also arise if certain process event conditions are more socially valued in them-
selves. In such cases one does not need an experimental design to certify this
phcnomenon. For example, were the "prestige" of a high ability group suffi-
ciently great, admission to it might, ipso facto, constitute a distributive
inequality irregardless of the high ability group's long term efficacy in
improving life chances. In this case study, no attempt is made to sort out
the intrinsic social value of the various process event conditions so that this
- sort of distributive inequality is not examined, Therefore we will not
consider the high school's own prestige system and the differential valuations
which are placed on the various curriculum placements.
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consigned to less favorable setiings. The focus of process accounting then

is on the relative effects of identical treatments on subgroups and not on the
effects of differential allocation to treatment seHin;;s. Until schools are
willing to adopt allocation techniques which involve the random assignment
of students to experimental and control groups, it is doubtful that any
satisfactory analysis of distributive inequality will be possible.]

In sum, the examination of inherent incqualities associated with the
ninth grade English program at Transurb.iu High School involves an application
of the process accounting methodology described in Chapter Three. We will
examine differences in treatment “effecis” for students aiffering in social
status.  These paiticular subgroups are being used because data on them were
available in the school records. As discussed in the previous chapter, social
siatus consists of a dichotomy between "high" status in which a father and
mother are both present in the home and "low" status, which most often

means that the mother is the only adult member of the immediate Family.2

1For example, it is virtually impossible to assess the efficacy of ability
grouping although many attempts have been made. As long as this practice is
universal within a school, there is no means to identify the expected output
measure profiles of students not grouped by ability. And since very few
secondary schools do not employ ability grouping, it is all but impossible to
utilize a matched school model of analysis. For summaries of the literature on
ability grouping research, see Miriam L. Goldberg,et al, The Effects of Abilily
Grouping (New Yurk: Teachers College Press, 1966) and Alfred Yates (ed),
Grouping in Education (New York: John Wiley & Sons, 1946).

2This sociu. status variable relates only inadvertentiy to the family
structure of blacks ond so should not be mista.~n with the controversy that
centers on this topic. As discussed in Chapter Five, we do not have adequate
socioeconomic data to distinguish effects of family structure from those of

social class. Moreover we shall argue that for process accounting purposes, this
kind of demograghic variable is a poor substitute for personality measures. On the
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Seven process events associated with freshman English will be reviewed in order

to discover inherent inequalities of treatment associaled with sociul status. After-

ward we shall seek to explain several findings of inherent inequality in accordance

with the unified theory of reference group behavior discussed in Chapter Two.

Discovery of Inhercnt Inequalities

Let us turn directly to the school records data. Table 6.1 shows.the
distribution of studenis differing in social siaius to the categories of the output
measure in terms of their ability placement in freshman English. A consistent

pattem emerges from this table: the subsequent academic adaptation of high status
studenis is somewhat better in all contexis. This difference does not appear to stem
from differences in the ccademic abilities of these iwo subgroups since their mean

eighth grade 1.Q.'s are similar in each process event context.! While Table 6.1

issue of the black family, see Lee Rainwater and William L. Yancey (eds), The
Movnihan Report and the Politics of Controversy (Cambridge, Mass.: The
Press, 1967) and Robert B, Hill, The Strengths of Biack Familiest(New York:
Emerson Hall Publishers, 1972).

]Su'ogroup means on the 1.Q. fest are being used here in a way which very
much resembles a statistical "control" for academic aptitude. These mean scores
do not, of course, constitute a control since this would require the insertion of
a control variable which would make the reading of this perceniage table extra-
ordinarily difficult. Using mean scores as proxies for conirol variables leaves open
the possibility of an ecological fallacy. Yet this risk is run throughout this chapter
in light of.the unpalatability of overcomplicating the tabular presentations. To the
extent that the social stafus subgroups within the various process event conditions
exhibit a high similarity in [.Q. means, it is reasonable to suppose that a true
control for I.Q. is unnecessary. [.Q. scores were available on appreximately 65%
of the sample students. To guard against the possibility that these students differ in
their output profiles in ways which would distort the subgroup comparisons of Table
6.1, this table was rerun with only those sample students having 1. Q. scores
included. Failure to do this might result in what Campbell and Stanley would term
invalidity due to mortality (c.f. p. 43). This rerun procedure was followed for all
tables in this section: in virtually all cases subgroup differences persist. These
tables are presented in Appendix D.
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suggests that there may be differential benefits to high staius students in

the abilily grouping system of Transurbia High School, it does not pinpoint
any one ability setting as especially promotive of these,
Table 6.1 is a descriptive table; it provides liitle evidence for

asserting that the experience of the different process event conditions caused

the lower output profile. In order to be reasonably certain of this, we need

evidence that the subgroups were initially similar on a varict; of character-

istics related to academic orientation. To be sure, academic aptitude (1.Q.)

is such a characteristic but so too are many others on which no data are
available. For example, differences in motivation, in economic support, in
responsibilities at home~=-all these might tend to depress the aspirations of
adolescents of low social status and lead them to a lower academic orientation.
If anything, the uniformiiy of the social status differences across the various
ability contexts argues for such an interpretation. To counter this interpre-
tation, we need to discover non-uniform contextual differences. This need
is an artifact of the inadequacy of the case study monitoring data--that
measurement of initial attitudes and circumstances are not available,

Though not a theoretical requirement, it is a factor of great relevance for
this study., It provides a pract.ical standard for interpreting the impact of

subgroup -differences as likely effects of context ‘per ’f.]

1The argument for this standard may be explicated by several
propositions. Suppose that unknown personality traits P predispose
individuals to be unable fo acquire high academic identifications. Suppose
thai P, are more likely to be found in low status students. It follows from
these two statements that all comparisons between students differing in social
status on a measure of academic identification will tend to favor high status
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Differences related to grading context are presented in Tab|;> 6.2.
With respect to ifherent inequality, the portrait of the two groups in Table
6.2 scems almost a duplicate of Table 6.1. Social status differences within
the high- and middle-graded contexis are found, while the difference in the
low-graded context is quite small. Though the smallness of the differences
in the low-graded section is puzzling, overall Tavle 6.2 lends itself to .
atiributing social stajus differences to unknown individual differences rather
than context alone.

Table 6.3 shows the relationship between the two social stafus
subgroups and the output measure whenv letter grade received in English is
controlled; it represents a different sort of "process event" than those
considered previously in this chapter. Throughout our discussion to ‘fhis point,
process events have been held synonymous with organizational treatments
rather than individual properties. Yet letter grades seem to be a mixture of
individual and organizational properties. On the one hand, letter grades
derive from letter grading systems which are unambiguously organizational
rather than individual phenomena. In this vein, the existence of an "A

student" depends on the existence of the labeling system and not simply on

students, ceteric paribus. Since we are committed to examining such
comparisons under different group contexis and letter grade conditions, we
must ask whether there is anything about these process structures per se which
nullifies the ceteris paribus. On a logical basis, it is difficult to imagine
the source for such a nullification. For example, suppose that "D" and

"E" students in low ability groups tend to come from very poor families.

Why then suppose that this tendency obtains only for low status students

and the "D" and "E" students of high status are not also relatively less
wealthy? As long as comparisons are made within the same context or

the same treatment setting, it is plausible to think that ceteris paribus applies.
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TABLE 6.2

—  ACADEMIC IDENTIFICATION BY SOCIAL STATUS
AND GRADING CONTEXT IN NINTH GRADE ENGLISH

Grading Context:

High Lo ‘

. Low
1 2 3

Social
Status: Higl:: Low High Low High Low
Identifier: 61% 31% A% 30% 26% 3%
NMeutral: 2% 27% 3F% 3&% 448% 33%
Renegade: 12% 2%% 12% 24% 17% 23%
Pre Sen ior: 6(Vo ] 2°/o 7°/o ] OD/o ] 3°/o ]4°/o

(113) (76) (185) (109) (163) (130)
P ’ Mean Junior

‘ ' High 1.Q.: 109 101 102 102 99 96

N: (101) (48) (149) (76) (139)  (101)
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the existence of a set of stereotypic trails. Considered in this way, the

data in Table 6.3 may be interpreted as showing the differential subgroup
"reactions” to the experience of different conditions of the letter grading
process event. ! Accordingly, Table 6.3 shows that the social status subgroups
differ rather little in their reaction to letter grades. Only with respect to
the letter grade "C" do we find a difference of notable magnitude--that 10%
fewer of the low status studenis become Identifiers while 16% more become
Renegades.

Yet these sare data are as easily discussed if letter grades are
interpreted as individual properties. Arguing for this interpretation is the
obvious fact that letier grades are tied to the behavior of individuals o the
point that they would be meaningless, as such, if awarded randomly. Indeed
if the letter grade has an impact on a student, it is probably because he feels
acute satisfaction or dissatisfaction with what it tells him about himself.
Possessing a winning or losing lottery number secms unlikely to engender

comparable feelings related to self-esteem. As regards the data in Table 6.3

here is ample precedent in the literature for this sort of interpretation,
By insisting that Table 6.3 be thought of as showing the reaction of studenis
to letter grades, we tie this analysis to resecarch linked to Merton's famous
essay on the self-fulfilling prophecy. The gist of Merton's thesis is fhat
individuals tend fo be influenced by labels that are attached to themselves and
to others quite apart from the actudlity of behavior related to the meaning of
these labels. These labels then become self-fulfilling prophecies to the extent
that they lead individuals to acquire the suggested characteristics. This process
is facilitated by the acceptance by others that the individuals do, in fact,
possess the suggested characteristics. See "The Self-Fulfilling Prophecy,"” in
Social Theory and Social Structure, op. cit., pp. 421-436. Work by Robert
Rosenthal and Lenore Jacobson has shown this notion to have validity with
regard to classroom behavior. See Pygmalion in the Classroom: Teacher
Expectation and Pupils' Intellectual Development (New York: Holt, Rinehart,
and Winston, 1968).
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under this interpretation we would sa).' that when controlled for those traits
which relate to academic performance, members of the social status subgroups
exhibit only small differences in their output measure profiles. The only
exception 'here concems "C" studenis." Among this type of student, social
status appears to be a bit more salient a determinent of academic
identification. As a consequence, we find that 10% fewer of the low
status students become |dentifiers whereas 16% more become Renegades.
Here then is a very difficuit problem of interpretation. If we
choose le;ither a,lternative we must arbitrarily deny the comp:lling claims of
the other. A solution, which is no more than a thinly disguised evasion,
suggests itself. Because the data in Table 6.3 are of interest under either
interpretation, we shall simply present such data and beg the question as to
whether they refer to process event conditions or to input characteristics of
subgroup members. Thus our advertisement earlier in this chapter that we
would examine seven distinct process events relafed to the ninth grade
English program is true only insofar as leter grades are held to be process
event conditions. We shall shortly consider tables in which letter grades
and ability and/or grading contexts are controlled. Whether these are
conjoint process evenfs or specifications of the effects of classroom contexis
on subclasses of the social status groups is moot. From the point of view of
interpreting findings related to these tables, it is irrelevant since our
interpretations will suggest that more meaningful antecedent characteristics

of students must be discovered if process accounting is to supply satisfying

explanations and useful policy advice. This implication is sustained under




either interpretation of letter grades.

In Table 6.4 the relationship behween academic identification and
social siatus is presented under the four contextual conditions which result
from dichotomizing the ability and grading context descriptors, The pattern
of the output measure profiles in this table is very interesting. In the
sections which are high~graded, high status students evidence a noiably
more positive output measure profile. For example, 64% of these students
become lIdentifiers in the high ability, . high~graded classes in contrast to
39% of their peers. In order to indicate the strength of these more
positive profiles, the chi-square statistic has been employed.] [t indicates
that differences in the high ability, high-graded context would occur by
chance less often than one in a thousand times and that the differences in
the low ability, high~graded sections would occur less often than one in
twenty times. In contrast, whatever slight differences obtain in the low-graded
sections appear to favor low status studenls.. It seems then that we have
discovered a non-uniform contextual effect. Put simply, low status students

do not fare as well as others in those English ciass sections which are

TFor purposes of calculating chi-square, students classified as
"PreSeniors" have been dropped from the table. As a result, chi-square is
calculated with two degrees of freedom. In subsequent analyses, where and
only where process event conditions pertain to low letter grades, the
"PreSenior” category will be merged with the "Renegade" cutegory in order
to calculate chi-square. This statistic will also be based on two degrees
of freedom. For a discussion of the reasons for this treatment of the "PreSenior”
category, c.f. foomote p. 94. For an exceedingly clear description of the
chi-square statistic, see M. J. Moroney, Facts from Figures (Baltimore:
Penguin Books, 1965), also William C. Guenther, Concepts of Statistical
Inference (New York: McGraw-Hill Book Co., 1965). B
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TABLE 6.4

ACADEMIC IDENTIFICATION BY SOCIAL STATUS
AND ABILITY CONTEXT AND GRADING CONTEXT

' IN NINTH GRADE ENGLISH
Ability
Confexf: High Low
Grading
Context: High Low High Low
> Social )
Status: High  Low High Low High Low High Low
] // ldentifier: 64% 39% 35% 50% 28% 23% 18% 2076
Neutral: 23%  34% 46% 307 42% 31% 42% 35%
Renegade: %  18% o 18% 18% 33% 27% 26%
_ " PreSenior: 4% %o 14% 2% ]]°(o 13% 13% 20%
(192) (92} (74) (44) (106) (93) (89) (86)

Mean Junior
High 1.Q.: 110 109 106 106 94 92 94 2

N:  (166)  (67) @)  (B6) (84 (57 (76  (65)

e

L =144 . rr =7,1

P<  .001 P<L .05
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high-graded. The similarity of Junior High School 1.Q. scores among the

subgroups within contexts suggests that differences in academic aptitude

1

cannot account for this finding.

Without pressing for an immediate explanation, it may be useful to
pursue this finding of apparent inherent inequality. The salience of grading
context may derive from the tendency of low status students to get a
disproportionate share of the lower grades in the high-graded sections but
not in the low-graded ones, or these students may obtain lower profiles even
when English letter grades are identical. Also both situations may exist
simultaneously.

In Table 6.5 we find that low ‘status students do indeed get
disproporfionately lower grades in the high-graded sections. The differences
are statistically signit . ant regardless of ability level in the high-graded
sections.2 This pattern also occurs in the low-graded, low ability English
classes, though it is of lesser magnitude, while it does not occur at all in
the low-graded, high ability English classes. There the disiribution of letter

grades is essentially uniform. Considering all four intra-context comparisons,

1See Table D.4 in Appendix D which shows that the output profile
differences persist when Table 6.4 is rerun with a sample limited to students
whose 1.Q. scores are available,

2For purposes of calculating chi-square in Table 6.5, the letter
grade variable was trichotcmized into "AB," "C," and "DE" categories
resulting in the assignment of two degrees of freedom. The object of
this was to keep the expected cell frequency levels in the calculations
above 5 and also to utilize a consistert standard in the assignment of
degrees of freedom.




TABLE 6.5

LETTER GRADE IN NINTH GRADE ENGLISH
BY SOCIAL STATUS AND ABILITY CONTEXT
AND GRADING CONTEXT

Ability
Context: High Low
Grading
Context: High Low High Low
Social ‘
Status: _H_l_g_h Low High Low High Low High Low
A: 10% 6% 7% 4% 15% &% 4% -
B: 18% 1% 8% 12% 2% 16% 7% 2%
C: 47%  41% 3% 27% 47% 41% 3% 3%
D: 18 20% 30% 32% 10% 20% 30% 35%
E: 7%  20% 23% 25% &% 16% 23% 30%
(1920 (92) (74) (44 (106)  (93)  (89)  (86)
Mean Junior
High 1.Q.: 110 109 106 106 94 92 94 21
N: (166)  (67) (63) (36) (84) (57) (76) (65)
Y¥ =7.49 | y> =10.45 r* =6.36
df =2 ' df =2 df =2

P& ,025 p< .01 pP< .05
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Table 6.5 may be interpreted as evidence of a grouping effect.] The same

logical canons apply to it as to Table 6.4: the non-uniformity of the
subgroup comparisons across grading contexts in light of background
characteristic comparability (I.Q.) make this plausible.2 We will explore
this finding in the next section after establishing a related point-~that the
academic identification of low status students in high~graded contexts is .
lower even when letter grades are similar.

Let us briefly summarize our discussion to this point. What we have
been observing is that low status students who receive certain categories of
organizational experience eventually mam.st lower output mzasure profiles
than their peers who are exposed to the same experienccs. Are we to
atiribute this kind of finding to the mismatch of these treatment modalities
to the needs of low status students (inherent inequality)? Or are we to
believe that these students are destined to fare less well for reasons not
associated with the nature of the process ¢ nt conditions? For methodolo-
gical reasons connected to the inadequacy of the Transurbia data file, we
have stipulgfed that we will acquiesce in the latter interprefation where we
find uniform subgroup differences across the various condiiions of a précess

event. However, where these comparisons are not uniform, the supposition

——

176 do this, we must assume that teachers in the high~graded Erglish
sections do not consciously discriminate against students from broken homes in
assigning letter grades. That is, we must stipulate that English teachers apply
the same grading standards to all students within each of their classes. This
allows the further assumption that the behavior of students from broken homes
in high-graded classes tends to be different from their classmates though not
in low-graded ones.

2¢,f. footnote, p. 116.
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of pre-existing subgroup differences is less tenable so that we have decided
to interpret these situations as evidence of inherent inequality of treatment.
In Table 6.4, we found that low siatus studenis in high-graded contexis,

where ability context was controlled, present much lower output measure

profiles than their peers and thaf this pai«-.a was not at all reproduced in

the low-graded sections. Pursuing, this finding of inherent inequality, we
have developed a sort of scenario, to be depicted now as a diagram which
suggests that low status students do less well in high-graded sections because
they tend to get a disproporﬁonafe share of the lower grades. The diagram
below sketches this interpretation, which is supported in Table 6.5, by

showing that the studenis actually do receive these lower gradcs.]

Hi-Graded Context

\
Low Sta f/ \ Low

' 2
Students Low Letter Grades——> Output
Measure

Profile

Diagram 6.1
Diagram Showing that Low Status Students get Low Letter Grades
in High-Graded Contexis and that This may bz Partly or Entirely
Related to Their Relatively Low Output Measure Profiles in These
Contexts.

The question marks in this diagram ndicate further matters for investigation
in this section--namely, whether academic identificc: Iso occurs in the

absence of lower letter grades and, of course, whether the low grades

iWe also note in our discussion of Table 6.5 that these students also
tend to get lower letter grades in the low-graded, low ability sactions.
This is not indicated in the diagram.




themselves in these particular circumstances are associated with poor

academic adaptations for the students from broken homes. Finally we have

noted that the finding of lower letter grades in Table 6.5 must itself be
explained.

Because we have been undertaking a systematic review of process
event inequities of treatment in this section, we will examine next the joint
"effects' of ability context and letter grades, and postpone somewhat our
pursuit of effects related to grading contexts. Our observations concerning
Table 6.3 on the ambiguous status of letter grades should be recalled. That
is, while we will nominally speak of the data in Table 6.6 as bearing upon
six independent, conjoint process evenis, we will also accept the alternative
interpretation that these data describe the "effects" of ability context when
letter grade status is controlled. Under either circumstance, we find a
rather complicated pattern of relationships in Tqblev 6.6. Under most of
the “six" conditions of the process event, differences between studenis
differing on s_ocigl status are small. These favor high status students in
the upper ability context while‘the paitern |s mixed in the lower ability
context.]  Altogether we might conclude that inherent inequality or
selection differences-~whichever it is that results in these differential output
measure profiles-=is less pronounced in ability contexts when letter grade is

taken into account.

1As examination of the base numbers in Table 6.6 will bear out,
low status students receive lower letter grades in both ability settings.
Were we fo treat letter grade then as a dependent variable as in Table
6.5, no strong context effect would be found.
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The issues raised with respect to the effecls of high-graded contexts
are further developed in Table 6.7. It is very clear from this table that the
disproportionately lower grades of low status students in high-graded contexts
are associated with subsequent weak academic identifications. While 54%
of these students who obtain high grades in high-graded contexts become
ldentifiers, only 13% receiving low grades do likewise. Similarly only 5%
of the "AB" students of low social status in the high-graded sections become
Renegades versus 37% of these studenis receiving low grades. Beyond this,
and relating dil:ectly to the diagram discussed above, we find that low status
students manifest significantly lower output measure profiles when compared

with their peers within the high-graded context who receive the same letter

grades. All three comparisons, where letter grade is controlled, in the high~

graded English classes in Table 6.7 are statistically significant in the manner

indicated, whereas two of three comparisons in the low~graded context show

low status students acquiring more favorablé academic identifications than
their peers receiving the same ninth g;}ade English letter grades. Where this
does not occur, (in the "C" condition), the difference is not statistically
significant. The data in Table 6.7 help interpret the strong findings of
contextual effects in Table 6.4 by showing these to be partly a matter of
differential letter grades and partly a matter of differential academic
identification related to the same letter grade experience. Were we then to
’

redraw the diagram above, we would be entitled to remove both question

marks.
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Table 6.8 further specifies the impact of the grading context variable

on low status students. This table shows that the interaction between grading
contexis and the output profiles of the two groups is limited chiefly to the
high ability, high-graded sections of ninth grade English. In Table 6.8
there are three letter grade conditions for each of the four classroom contexts
portrayed in Table 6.4. According to the process accounting schema, twelve
educational treatment modalities are portrayed in this table.] Confining our
attention to the intra-process event condition subgroup comparisons, we find
a consistent pattem of disproportionately favorable output measure profiles for
high status studenis within each of the letter grade conditions of the high-~
graded, high ability context. For example, 91% of these students receiving
high grade.:s in this setting wind up their Transurbia High careers as Identifiers
in contrast to only 71% of the low status students. Two of the three
comparisons in this contextual setting aré sfafisficalnly significant at the levels
indicated. In contrast, looking at the three letter grade conditions within
the high-graded but. low ability contextual setting, two of three comparisons
show low status students from broken homes with more favorable academic
identifications. It is, however, worth noting that the third comparison here
runs counter to this trend and is highly significant statistically. Taking into
account the broad picture presented in Table 6.8 we may conclude that most

but not all of the differential impact on social status subgroups associated

with high-graded contexts occurs in the high ability setting. Table 6.8

TAltematively, four treatment modalities are portrayed as in Table 6.4
and letter grades are controlled.
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points out an additional characteristic of the" high ability setting that is

worthy of attention. It shows that low status studenis receiving low grades
in the low-graded section of ine high ability ninth grade English program end
up with relatively more successful high school careers than their peers. In
other words, in this particular process event condition, the usual pattern of
findings is completely reversed. Thirty-six percent of the low status students

become Identifiers in contrast to only 10% of their high status peers.

!

Reference Group Inequality -

In a sociely which places a premium on education, any radical
reordering of the academic identifications of adolescents, which itself is
an accidental effect of institutional structure, must surely be reckoned an
unwanted transformation of the human condition. These effecis cannot be
rationalized as serving alternative societal goals. If the pattem of inherent
inequality in Transurbia is repeated elsewhere, many students may be
unintentionally discouraged from continued education.

In attempting to construct explanatory models for the grouping effects
found in the previous section, we will make use of as many simplifying
assumptions as secem reasonable. A first is that the fwo findings summarized
by Diagram 5.1 result from the same underlying dynamic. That is, whatever
it is about high-graded contexts which leads low status students in them o
obtain lower grades also leads these students to relatively lower academic
identifications when their grades are on a par with their classmates in

’

freshman English. As a start, if we are to theorize with credability, we
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must discover some characteristic of high-graded contexis which is potent on
an intuitive level.

Since high-graded sections are defined by the fact that their teachers
award more high grades, we must consider the bases for these assignments.
We have previously discounted discrimination, leaving then two more
reasonable explanaﬁons.] The first is that high grades are given in retum
for high quality academic work. This, of course, would explain the

relationship between high 1.Q. and high grades explicit in Table 6.3. Yet

-the 1.Q. spread in Table 6.3 is not nearly so great as to make unlikely the

fact that high g les are frequently given to students of average and even
below-average \apfi;ude. For these studenfs and perhaps for some of the
others as well, high grades may signify a reward for effort rather fh.an
accomplishment, We may theorize then that classes which receive high
grades fend also to be ciasses in which the general level of effort is higher
and conversely lower grades imply a lower level of effort, It requires
little imagination to leap from this proposition fo the contention that high-
graded classes are more competitive. Recalling that low-graded classes are
ones in which 50% or more of the students receive "D" or "E" and
interpreting these grades as partly indicative of low effort leaves little room
to doubt that these environments are relatively non-competitive with respect

to the acquisition of academic values.

In Table 6.5 the ability level of the grading context is controlled

Te.t. foomote 1, p. 126.
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so that subgroup differences in letter grades probably stem more Fro;n the
level of cffort than from that of academic excellence. Put differently, the
more competitive the environment, the less likely are low status students to
compete. Similarly, we may interpret the findings of Tables 6.7 and 6.8
along this same line, that low status students who are exposed to competitive
environments early in their careers are less likely to develop strong academic
identifications even if their initial levels of effort (as indicated by letter
grades) are comparable.! This reformulation seems less intuitively satisfying
than our interpretation of the lower letter grades in Table 6.5. We shall
deal with it first in an attempt to develop an explanation which can be
applied to both. findings.

In Chapter Two we observed that group context effects of any kind
may be explained by some variation of a unified reference group theory.

The difficulty was that in its present siafe, this theory implied four possible

1There are many interesting connections between this interpretation
of group structure and Peter M. Blau's discussion of the effects of competition
in the Dynamics of Bureaucracy, revised edition, (Chicago: The University of
Chicago Press, 1963). Both case studies concern the impact on group members
of statistical evaluation procedures. Blau's is a highly iniensive analysis of
the on-going interpersonal relationships within several rather small work groups,
whereas this case study probes the statistical interaction between types of
organizational experiences and subsequent udaptive behavior. Yet both studies
observe the tendency of performance records to promote competition and both
studies also conclude that competition does not lead uniformly to higher
productivity. Another parallel of interest is that Blau, despite the small
number of individuals within the work groups, focused on the differential
impact on productivity on types of group members in relationship to the
nature of their group. In this he almost seems o foreshadow the typological
analysis described in this study. The many convergences between Blau's and
the presert study are not coincidental since an early reading of his work
provided this researcher with his faith in the ultimate fruitfulness of
analyzing school records in relationship to student academic performance.




outcomes each of which might lead to different practical results.] We

concluded that the key to determining whether a group experience would

lead to either a comparative group effect, a normative effect, neither, '

or both lay in asdessing the individual's level of motivation to affiliate

himself with the group.

the kinds of data that would be needed to dctermine the nature of the

reference group effect. Although these data are not available to us in

the case study, their specification provides the basis for further research.

This specification also expands the unified model of reference group

theory by making explicit several underlying assumptions.

|
We are now in a position to amplify this conclusion by stipulating
In order to bring out these points, two "explanatory fables" will be

presented--one which sees a comparative reference effect and another which

points toward a normative effect. These are calied fables because they lack

validating data: following each, we will consider the kinds of data required

to convert each to an explanation. We will then reapply these fables to

explain the tendency of low status students to get lower grades in competitiva

class groups.

Fable 1

The data in Tables 6.5, 6.7, and 6.8 illustrate comparative
reference group effects of English class context. Stated simply,
the hypothesis is that low status students see that many others
around them have done much better and so get discouraged with
school.

Te.f. pp. 22-28,
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Suppose that some adolescents require self-image gains or are
unable to susiain self-image losses as a- factor of group affiliation.!
For them, the experience of a low grade in a high-graded context
may be devastating. They cannot escape awareness that their
classmates have "outperformed" them. In this position only two
ego-saving strategems are available: they may deny that they tried
to succeed or they may interpret their failure as success. It thus
becomes plausible to imagine very depressed profiles on the measure
of academic identification for these students. Having ceased to
value academic aitainments and effort, these students drop out or
remain quite marginai,

It is plausible to imagine that disadvantaged students have
the same needs as their peeisbut fewer familial means to meet
these. Such students are likely candidates to seek self-image
support in the group experiences offered in schools. We have
seen that the grouping effect occurs most strongly int the high
ability groups. All students probably use their classmates to
formulate self-assessments but the amount of ego-investment
attached to these is likely to increase with ability. A student
of mediocre talent will have discovered, prior to ninth grade,
other aspects of his persona on which to peg his self-estcem.
For high ability students with fragile self-images, exposure to
low marks in ninth grade, uncushioned by an environment in
which low marks are common, seems likely to provoke a
traumatic reordering of their identification with academic values,

Data Required: We need to know the favorableness of students'
self-images at the beginning of Grade 9. We also need to
ascertain to what extent these images rely on academic success.
If we find that high ability, low status students tend to have
distinctly more "fragile" images of themselves, and if we discover
that such students obtaining low grades in high-graded contexis,
come to disown academic values, we will have supported the
explanatory thesis in Fable 1.

IMerton has remarked in lecture that the hierarchial schema of
needs of the psychologist A. H. Maslow might usefully be applied to
Parson's actor-situation framework. Maslow contends that man's ability
to gratify other drives depends on his handling of the more basic security
drive. Perhaps self~image ‘is an aspect of this security need. If so,
this fable is consistent with Maslow's schema. See Abraham H. Maslow,
Toward a Psychology of Being (Princeton: D. Van Nostrand Company,
Inc., 1962), pp. 42-56.
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Fable 2

Differences in academic identification between the social
status subgroups are the result of normative reference group
behavior. The normative reference medel implies that an individual
will acquire the dominant values of the group to which ke belongs.
In the high dbility, high-graded context, these values include
strong academic identification. The profiles of high staius students
in the high-grcded seciions of Table 6.8 suggest this kind of
normative effect, though not that of the low status students.

“eta from the low-graded, high ability sections in Table 6.8
are inconclusive.

Low status siudenls may tend fo acquirc devi- st roles in
groups in which they are greatly in the minority. This tenaency
inight be reinforced by the competitive nature of the high-graded
groups. Only 32% of the 284 students in the high dbility,
hiah-graded sections of freshman English in Table 6.8 are of
low status. These students may feel themselves to be at a
disadvantage socially.™ Friendship pattems may develop along
social status lines. If the low status studenis feel outcast
from the majority in " sse English class sections, they may
develop norms of their own which downgrade the academic
achievement motif of the other students. Thus Tables 6.5, 6.7,
and 6.8 may testify to a double normative effect: or » whicn
raises the academic orientations of the low-achieving students
of high status and another which impede: this orientation in
low-achieving, low status students,

Data Required: We need to know pattems of association,
admiration, and friendship among the students both at the
beginning and the end of the freshman yea:. This will provide
evidence of the emergence of distinctive cliques based on social
status. We also need to ascertain the academic values of the
students of these two points in time. If we can demonstrate
shiffs in values associated with clique formations, the hypothesis
of a normative effect will be validated.

These fables may also be used tc explain why low status students are less

likely to compete in highly competitive environments. In accordance wii:

Fable 1, such students are less able to risk self-imcge losses, For some of

these students, short-term security gains are possible by adopting the strategy

.
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of not trying. In less competitive environments, these same studen;s might
feel more free to compete, sensing that failure would be less devastating.
This explanation might be termed an antic?patol_y, comparative reference
group effect.

Similarly with respect to Fable 2, low status students may coale;sce
more easily into a "deviant" subculture in a competitive environment. )

As this occurs in the course of the ninth grade year, we would expect
these students to "underperform,” responding to the lower productivity
standards of the informal peer group.

Though quite different, these fobles point toward a common
deficiency in the unified model of reference group theory discussed in
Chapter Two. Reference group theory intersects the fields of sociology
and psychology. It is explicitly sociological insofar as group structure is
an essential element of the explanatory dynamic. The distribution of leﬂe_:r
grades in classroom contexis is a social, non-individual characteristic of
the situation. But it is also psychological in that it depends on the
dispositions of group participants to utilize group experiences in cerfain ways.

Consider the first fable. At the center of this explanation was the

thesis that some students are initially more liable to be affected by self-

comparisons involved in group experiences of ceriain kinds. Likewise,

]lmplicit in this explanation is the assumption that the competitive-
ness of high~graded sections inureases the likelihood of "out-group" formations,
a familiar response to extemal threat in the theory of Georg Simmel. The

.existence of the grading system supplies the buisis for the external threat.

See Lewis A. Coser, The Functions of Social Conflict (New York: The Free
Press, 1956).
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Fable 2 presupposed that certain individuals would feel themselves to be

outsiders in certain situations—-ciearly this supposition also entails a notion

1

of psychological predisposition.’ The import of both fables then is to

argue for a greater amount of individual-level information as a requirement

for unraveling the reference group effects of social context.

This discussion has poinfed out that different subgroups—-not just those
pertaining to social status but finer distinctions based on direct psychological
measurement--are likely fo be differentially affected by group experiences.
Much more precise measurement of group effects will be possible if such
subgroups are treated separately analyffcally. Perhaps when this kind of
typological distillation becomes a usual characteristic of reference group
analyss, greater appreciation of structural influences wiil be possible. As
it is, we must suspect that psychological factors frequently mask structural
effects.

This means that stronger associations should emerge between social
contexts and oufput measures if corﬁparisons are made for the psychologically
relevent groups.2 Conceming Fable 1, if we selected out students with
fragile self-iriages, we would expect, ex hypothesis, a stronger relationship

between grading context and the output measure. Similarly for Fable 2,

TNotice that we have dalso claimed that there are structural
conditions which help produce the feeling of being an ouisider.

20ur discussion necessarily glosses over the measurement and
conceptual difficulties which beset the use of psychological variables.
Much developmental and consultative work would doubtless be required
for the successful integration of psychological variables in the format of
process accounting.
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differential relationships would be expected for those students initially prone
to feel themselves to be cutsiders as opposed to those likely to identify
readily with classmates. Working with psychologically distinct groups will
alter somewhat the investigation of equality of treatment since it is less
reasonable to suppose that schooling should be equally successful for the
psychologically maladapted. But equality of treatment seems less important
in this respect than developing intelligent ways to match treatment

1

modalities to client needs.' The purpose of monitoring would not be to
insure equal treatment in the sense of identical effects from identical
stimuli but rather to help teachers and administrators allocate students to
those process situations most suitable for their psychological dispositions.
Perhaps one of the reasons schools fail a large number of students is that
they do not make available a variety of differing structures and, ipso facto,
do not match students to these structures.

This analysis suggests that there is a natural bridge between a
sociologist's concern with the impact of group structure and the educator's
concermn with the maximization of each student's potential. Educators are
in a position to manipulate certain structural characteristics of groups: the
mix of abilities, of sexes, of students of different ages, the exiensiveness of
letter grading, the performance bases of letter grading, the number of adults

in a class, the size of the class, etc. Thes: manipulations can only become

intelligent educational treatments when students are sorted into structures that

Tc.f. discussion of inherent inequality in the beginning of this
chapter, pp. 107-114,
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are appropriate for them and this means structures likely to have beneficial

reference group effects of some kind. At the moment we are almost

completely ignorant of the possible impact of structural variations within
schools. Hopefully the description of monitoring presented in this case
study poinfs the way to developing a measurement system capable of
rectifying this ignorance.

In the final chapter we will consider the implications of the
analysis in this seciion for the future development of school records
monitoring. We will also discuss the general implications of monitoring

data for the development-of social theory.
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CHAPTER VI}

A SOCIOLOGICAL MODEL FOR SCHOOL ACCOUNTABILITY

What are the processes that transform human experience in the

modem world? This study has addressed this question from the outset by

i

developing a methodological model premised on the thesis that certain
organizational structures affect their human parficipants in unanticipated

and contrary ways. In a general sense, the subject of this study has not
been Transurbia High School but rather all organizations whose major purpose
is to socialize a participant class. Consistent with this, we have developed
a specialized vocabulary and set of rules for assessing the impact of specified
organizational activities. If we have demonstrated that it is possible to
monitor the interaction between participants and the structure of activities
(e.g. students and grading contexis), then we have shown that at least some
of the transforming processes of modern society may be systematically studied
and perhaps explained.

One of the intentions of this discussion is to draw attention to social
engineering possibilities inherent in‘a data analysis system which point up
effects of manipulatable organizational structures. However chilling the
idea of planned manipulation may be, one must consider whether the
unplanned consequences of organizational participation are more appealing.

Analysis has indicaied that low status students, most likely students with
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certain unmeasured psychological dispositions, may do considerably less
well in school than is necessary because they are exposed to process event
conditions that are particularly ill-suited for them. It is hard to see that
such instances of the mismatch of treatment and client need represent
anything other than appalling examples of human waste. The imcetus of
school records monitoring is to challenge the inevitability of this kind of
abuse: it is to advance the claim that social engineering is a better
alternative than uninformed compliance in the sponsorship of obsure
transformations of the human condition.

What is called here social engineering might more accurately be
labeled a system of accountability. This would be in keeping both with
the process accounting vocabulary employed throughout this study as’well
as with currently popular concerns of American educators. ! Also, it is
unnecessary and meaningless to employ the perjorative term social engineer-
ing to denote a set of activities which educators have always sought to do
and which they have a popular mandate to do. Schools arz expected to
make our children better educated, better people-~this kind of engineering
job has always been demanded of them. Our thesis is that process
accounting would help them do a better job.

Concem with sfuéenf grouping and grading practices in the case study

will broaden now to show the general form which « school accountability

1The word "accountability" is used here in the direct sense of attaching
values to items, in this case, goal realization estimates to process evenfs.
Whether this could be extended to the public policy arena in education or
elsewhere~-where discussion of political accountability centers=~will not be
considered.

i
e ¢
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system would take. This involves tying together many of the eleme;nts
examined in detail in the case study, and it also entails demonstrating the
close connection between sociological analysis and the general requirements
of schools interested in maximizing the benefit to students stemming from
their programs. !

A starting point for this model builvding is the observation that
school records monitoring is distinguished from ordinary evaluation by its
focus on allocation processes. Concealed in this remark is the image of
the educator as one who maximizes educational gains by sorting siudents
into structures that are most appropriat;e for them, If we accept this premise
that the way to maximum organizational efficiency is to perfect the structural
offerings of a school and the matching of students to these structures, then
we will also accept an accountability model that focuses on issues related
to student allocation.

Process accounting as demonstrated in this study does not deal with
the full range of issues which a focus on allocation suggests. For example,
as discussed briefly in the beginning of Chapter Six, an explicit evaluation
of the ovérall effectiveness of the various process event structures could not
be .undertaken. As a result it is not possible to assess the extensiveness of
distributive inequalities experienced by subgroups, We do not know then

whether members of one subgroup tended to be underassigned to favorable

TNo attempt will be made fo generalize beyond schools, though
the basic similarity of organizations which process people has been stressed
in this study. See discussion in Chapter One, pp. 4-8.
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freatment settings because we do not have any way of assessing

"“favorableness" in this regard. Importantly, however, process accounting

should facilitate this sort .of analysis because it will encourage school

administrators to experiment with structural forms and thereby provide control .

and experimental groups needed for actual evaluation. As it becomes

possible to determine the overall effectiveness of various program options, it

will also become possible to monitor distributive inequalities related to these.
Similarly, further development of process accounting could incorporate

a more systematic examination of the relationship between the organizational

goals of schools and the separate objectives of the various process events.

This issue was sidestepped in the present study by the assumption that among

students of equivalent talent, program objectives would be similar. [gnored

then is the very difficult policy issue concerning the extent to which

talented students should be disproportionately rewarded -in a public bureaucracy.
But determining the ideal relationship between organizational

structures and goals and providing an evaluation-type assessment of the

actual connection is only a first phase of accountability. The basic function

of the educator is to promote student adaptation not merely to witness it.

For this reason, he requires an accountability system which will provide some
basis for manipulating school structures and assigning studenis to these in ways
which maximize the overall amount of educational gains for each distinct

subgroup. Even if, for policy reasons, he may wish to especially promote the

interests of one subgroup, he will do this best if he knows the optimal

educational settings for all students in this group. In ferms of our case
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study analysis, even if the Transurbia educator really only wanted to

promote the interests of talented students, he would still wish to better
manipulate talented students of low status whom our analysis suggested
were becoming unnecessarily-disaffected with the school.

It is the thesis of this study that the process accounting system‘
described herein represents a powerful method for determining the relative
impact of process events on different student subtypes and that it may be
expanded to explain these differential impacts. Assuming this to have been
demonstrated in the case study and described methodologically in Chapter
Three, we will now attempt to show the linkage between this kind of
analytic capability and the educator's role. This will amount to showing
that process accounting is a plausible component of an ideal school -
accountability system. In doing this, we will observe the close natural
bond between the sociologist's interest in group effect and the educator's..

In the previous chapter we isolated two elemenis as primary to
process accounting. Both, of course, relate directly to the allocation of
students to groups. The first is the capability of discovering differential
impacts associated with the participation of different subgroups in the same
conditions of a given process event. In the case study, we fourd that low
status students manifested different output profiles from their peers in
high~graded English classes. The second is the capacity of monitoring to
provide data suitable to test explanatory theses. We suggested what such
data might be in connectior with the explanatory fables in the case study.

If an educator understands why particular groups work weil for some students
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and if he has a means to identify such students, he will be able to assign

them to suitable groupings. Similarly, if he understands why certain process
event experiences are ineffective for other student subgroups, he may be

able to—provide alternative structures, free from the disabling characteristics

of existing arrangements. For example, speculatively, the Transurbia

educator might make available less competitive process events such as ungraded
classes. A point of interest, though, is that the educator must do more then
make new structures available~~he must sort the appropriate students into

them. In a word, he must effectuate the optimal educational match of student
to structure.

It is in this regard that the casc study yields its most extensive and
systematic implications. We described the effects of grading contexts on low
status students as interactive contextual effects. This meant that there were
proberﬁes of some of these students which disposedl them to re 1ct in
undesirable ways to the experience of particular classroom settings. Of
course, there were also certain properties of the classroom--competitiveness,
we surmised, was one. In rela‘tionship to a school accountability system,
this analysis implies that there are two separate elements to be matched:
student dispositions and structural properties.

With respect to student dispositions, the cose study suggests that
an adequate process accounting data file weould include a great deal of

individual-level data, i.e. atfitudes, self-images, sociometric patterns,




131
1

values, etc.' Most of this kind of information is needed to classify

students into psychologically (dispositionally) distinct groups in order to see

if these difier in their reaction to the experience of process event conditions
and, of course, to then provide identifying informat.on on which to

reallocate students to alternative structures as needed. Data are also

needed fo validate explanatory theses such as the fables. If validated, .
such explanations are likely to imply aliernative structural arrangements.
Validating explanations of process effects s‘hould have the same import as
cost accounting analysis has in business which informs the manager why
a product is showing a loss and therei}l usually suggests a remedy.

These implications may be summarized with somewhat greater
specificity. For process accounting to develop into a useful mefhoci for
producing understanding of process event effects, periodic self-reports from
students will need to be collected. The minimum requirement in this regard
would be for beginning and end of school year questionnaire administrations.
These would yield the individual-level data described above and the repetition
would provide a means for assessing changes over time. In addition, it woulde
be highly desirable to administer biannual questionnaires fo teachers in order
to obtain more information concerning the structure of the classes. (Student
reporfs might also be useful in this respect.) Process accounting would

further benefit from the inclusion of classroom observational data, again for

1Because our concem here is with the logic of accountability and
not its practicality, we will not consider whether reliable psychological
inventories are available nor whether they would remain reliable after
repeated administrations to the same students.
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purposes of characterizing the structural properties of the classroom.

Besides t‘he need to acquire a vast amount of dispositional data on
individual students, the need to develop useful charocterizations of group
structures stands out as a major requirement for a school accountability ,
system.  This amounfs to saying that the educator needs to know what it
is about o given structure which affects student subgroups differently. Is it
competitiveness, the nature of the authority structure, or the size of the
class which leads to a particular result? In its present state of development,
sociological theory of reference groups contains few tested propositions linking
specified chamcteristics of groups to reference group experiences.'l Yet as
monitoring leads educators to sys‘remc;tically vary group structures, and to
measure the results, it may well provide a testing site for the development
of sociological theory in this area.2 Our discussion points up the need for
the educator fo invite and encourage the development of this theory. The
sociologist is bounded by his discipline to .invesﬁgate arid seek to understand
the emergent properties of groups. The conceptualization of the educator's

role explicit in this accountability model shows this to be his responsibility also.

lln Chapter Two, we suggested that the paucity of highly developed
theory stemmed from the absence of scalar group property measures, c.f.
pp. 28-32. The case study shows that failure to take into account
dispositional prop-rties of subgroups tends to suppress findings of structural
effects. The absence of such findings has, perhaps, dampened inferest in
the development of reference group theory among sociologists.

2For the most part, educators have been exiremely conservative in
their experimentation with the properties of student groups. The ubiguity of
the standard classroom~-one adult and 30 students-~testifies to this
conservatism, Process accounting would doubtless encourage the develop=
ment of altemative group struciures.
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A second major implication of this research then is to call
attention fo the measurement needs of the discipline of sociology. This
implication may seem grandiose-~ihat the innovation of systematic record
keeping and extensive data collection procedures might substantially advance
the development of social theory--but it can be very strongly argued. Indeed
this claim is analogous to the assertion that physical theorizing would be
spurred by the construction of large scale nuclear accelerators. The material
of sociology is not atoms but social institutions and these have traditionally
proven recalcitrant to daia collection and measurement. The general uniformity
of school procedures in America, their increasing acceptance of computerized
bookkeeping procedures, the availability of social norms which favor
experimentation in schools, the testing and measurement traditions of schools,
all of these suggest the plausibility of schools as a prime site for innovating
Iarg; scale social measurement systems. [t seems c‘lear to this researcher that
little understanding of actual group processes is possible without the incorpora-
tion of measurement itself os.a routine characteristic of groups. This is the
object of process accounting. ‘

The role of process accounting methodology as a component of
a school a.ccountabilify system is summarized in the diagram below. The top
half of Diagram 7.1 sketches out the initial monitoring procedure in a very
simplified form. It shows the identification of different subgroups (these
would be dispositionally distinct typologies) and the gathering of their output

measure profiles in reference to the experience of different process event
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conditions. Presumably this initial monitoring would lead to the finding

1

of some differential impact.' As a result of this and a result also of the
analysis of the causes of this impact, students from the subgroups would be
assigned to those conditions most suitable for them. New process event
conditions might be provided if anal sis suggested these were needed. The
reassignment of students is shown in the bottom half of Diagram 7.1.
Monitoring then continues under these new arrangements so that their
effectiveness will also be assessed. The final distribution of students to
groups shown in the bottom half of Diagram 7.1 will take into account
policy choices which might cause the educator to favor studenis with certain
characteristics.

When we first developed the vocabulary of people-processing
organizations in Chapter One, we noted the disagreeable connotation that
reci|‘£>ienlL class members such as students were held i:y this analogy to be
passive. At that fime we suggested that this implication would not affect
our ability to use this heuristic vocabulary in a -manner which featured

studenis as highly nteractive with school structure. In the course of this

study we have propounded a rather complex schema for matching educational

treatmenfs fo the needs of studenfs as determined by a thorough and ori-going

monitoring of their psychological dispositions throughout the tenure of their

school careers. In effect, we have indicted the usual manner of maiching

1This initial monitoring might be quite extensive since, in principle,
there are many potential subgroups. The methodological discussion showed
process accounting to be, logically, an iterative operation with respect io
the substitution of different subgroups in the analysis, c.f. pp. 45-47.
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students to treatmerts by claiming that it tends to treat alike all students

having a particular claracteristic, e.g. high ability. Ironically, we have
used the arid vocabulary of indusiry to point up an altemative to this N
commonplace, insensitive, and ill~informed sorting of students into educational
treatment groupings. This altemative is a sociological model of accounta-
bility for the scher 1sofar as it rests on the premise that student groups

have emergent, operative characteristics which affect student subgroups
differently.

We have now considered some of the generalized potential of
process accounting to aid in the development of social theory and to provide
school administrators with relevant data for program assessments. These
speculative considerations obviously disregard numerous realities of school
organizations which mitigate against the rapid acceptance of this rather
com'plex and revolutionary treatment of routine, scl;ool records data.! The
additional needs of precess accounting (chiefly student and staff
questionnaires), \-/vhich have been strongly urged in this chapter, clearly
involve a significant commil‘men‘lL of resources and these further reduce the
likelihood of willing acceptance by school systems which are increasingly

cost conscious, Our concluding thoughts then concem some of the

Un Chapter Three we suggested that the naturc of program assessment
in schools does not involve a detailed, scientific analysis of data but
instead entails the manipulation of data to serve objectives generated by
the political position of the school administrator, c.f. pp. 40-41. This
implies that a rather severe reordering of the usual forms of administrative
review will be required if process accounting is to be institutionalized in
a meaningful way.
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practical implications of this study with regard to the future development
of process accounting.

Looking back over the generalized form and logical potential of
process accounting as this was sketched out in Chapter Three, it seems
quite clear that the case study analysis of Transurbia High School is only
a very minimal demonstration of this method. Our prerionitions are that -
school systems will not eagerly seek to institute process accounting without
fairly compelling reasons to do so. In this circumstance, further development
and testing of this methodology may be required in order to demonstrate iis
utility to school administrators and to ;he lay public.

~ A final implication of this siudy then is that a large scale, field test
of process accounting should be instituted. This should involve an e'nﬁre
school system rather than a single high school, perm'u.ing a monitoring of
patterns of behavior over extended infervals and relating process accounting
to various transitional stages in the careers of students. For this study to
prove or disprove the metile of process accounting from the perspective of
sounu administrative practice, the willingness of the system's administrators
to work with the research staff must be assured at the outset. Similarly,
sufficient time must be allowed for the development of data collection and
forinating appropriate to the particular system and most importantly, pattems.
of integrating research and administrative staffs. Time will also be needed
to develop appropriate pattens of data analysis. For these ~~sons, a five
year field test may be the minimum interval adequate to develo; 71 process

accounting system that school administrators can actually use and thus directly
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appreciate.,

In sum, our conclusion here is that a full scale, working model of
process uccounting will probably be required to bring the merits of this
methodology convincingly to the attention of educational decision-making
bodies such as school boards. Many issues lie beyond this demonstration.
For example, will process accounting be sufficiently generalizable so that
demonstration districts could pass along the benefits of it to cooperating
disiricts or is it a methodology which necessitates that each district
innovate its own version? More importantly, perhaps, what safeguards
will be needed to prevent the ill-advised use of this technique and
nomenclature? - An enormous amount of developmenial work lies ahead
for process accounting if it is truly as relevant and powerful an analytic

tool as this study suggests.
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APPENDIX A

DATA COLLECTION AND ARRANGEMENT

This appendix deals with mechanical aspects of the transition from
data in the field to the ordered work tape used in the computerized analysis
of the case study. The remarks in this appendix are intended to give the
discussion of sampling in Chapter Four an unambiguous, data ase reference.
It describes first the diverse information sources, then the procedures to
render that material suitable for computer analysis; and finally it describes
the arrangement of data on the work f'ape. Together with the discussion of

typology constructions in Chapter Four, this discussion should allow the

reader to know precisely how the data have been treated in the case study.

E2N

All the information included in the work tape pertains to individual
students, Information from the students' permanent record cards was coded
onto the School Records Code Sheet (see Appendix E). This information
can be described on two levels: first as data fields and then as actual,
available data. Referring to the School Records Code Sheet, data fields
were created for father's occupation and education since this information
was occasionally included in the school files. However, these data were
generally not present so that the actual value of these fields is minimal.

The transferring of school records' data onto the code sheet was accomplished
during the original Transurbia project by a team of coders from Teachers

College; this collection is described in an appendix to that project's
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report.! Data fields in which useful information is available are limited
to the following: "Lives with" (family structure), program, race, sex, class
rank, participation in band or chorus, modal tenth and l'Wélﬂ'h grade letter
grades in major subjects, total absences for these years, eighth grade [.Q., . .
SCAT tests, CEEB tests, and college plans for the Class of 1969 only. In
addition to the SES data referred to above, among the more infertile data
fields were all student grouping categories.
Grouping data were missing because classroom identifications were not
carried on the permanent record cards. The apparent absence of grouping
data led to a period of high trauma ir; the course of the original Transurbia
research with the fortuitous result that a horde of course cards were discover:i
which contained a vast amount of grouping and grading informaﬁon.‘ Course
cegistration cards were available on virtually all students enrolled in any
Transurbia course during the years relevant for this study. These cards were
separated by school class and year and within these divisions, they were
arranged sequentially by the 1.D. number of the student. Most students
enrolled in eight or nine courses a year, counting minor subjects. Each
course card had punched the course number, the teacher number, the period
number, the days of the week the course met, the students' letier grade for
each of the six marking perio:'s as well as the student's nare and |.D.

number.  hough classroom section numbers were not available, the teacher's

1David E. Wilder and Alan S. Blumner, Some Sociological Aspects of
Student Allocation in Two Racially Mixed Suburban High Schools (New York:
Program for Situational Analyses, Teachers College, Columbia University,
1972, Appendix A). '
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I.D. number combined with the weekday and period number information

- provided a satisfactory alternative. In the original Transurbia research, only
a small amount of this raw data, which consisted of more than 33,000 IBM
cards, was processed. .

For that study, grouping data wete coded by hand on the Class of
1970 students at both Transurbia public high schools. English and Math
classroom identifying information was abstracted as well as letter grades.
The School Records Code Sheet provided one full IBM card of information;
these hand-coded grouping data became part of a second card of school
records’ data. Included also on this second card was school attendance
information; reading test scores obtained from English Department lists;
junior high school English and Math grades as well as eighth grade
affenc;ance figures. This last information was collected at several of the
feeder junior high schools only.

To supplement the school records ar-malysis in the original Transurbia
study, a questionnaire was administered to Class of 1970 seniors at the two
Transurbia high schools. Through a bizarre combination of snow and an
unexpected student assembly, bgfh the first and second administration of the
questionnaire at Transurbia i‘ligh School suffered an exceptionally high absence
rate. (The questionnaire was completed during the English class periods so
that the return rate should have exceeded 90%.) As a result, high absence
rate students, those most likely to take advantage of inclement weather and
impromptu assemblies, tend fo be disproportionately underrepresented among

the questionnaire respondents at Transurbia High School. Just 63% of the
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students responded. For this reason, questionnaire data have not been

incorporated into the case study of process accounting.

The work tape for the original study contained information on the
Class of 1970 class cohort members only. The present study has built upon
this primarily by extending the amount of grouping and gradirg informa‘ﬁon_v
processed. The only new information collected specifically for this study.
has been some aﬂendam:e figures and reading scores for the Class of 1969.

Most of the "new” data made available to the present study was
machine-processed from the course cards. Separate data files were created
for each grade year for both the 1969 ‘cmd 1970 school classes. From each
file, one IBM <.:,ard of information was abs;racted consisting basically of
student [.D., course identifying and letter grade information for the
following subject areas: English, Math, Science, Foreign Languages, and
Social Studies. In addition, when a student took a second major course in
the same subject area, letier grade and identifying information was recorded
in a separate "extra course” field. Five of the eight class cohort grade years
treated in the case study had attendance data available by marking period on
a preface card to the course cards themselves. When this card was present,
an annual attendance field was also calculated by summing the marking k
periods and noting, in still another field, the number of marking periods on
»wllnich the cttendunce total was based. This procedure guarded against

distortion from students entering Transurbia High at mid-year since these

students could then be assigned a weighted, annual attendance figure.
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As a result of these data manipulations, a maximum of four additional
cards were produced on each student. To facilitate computer programming,

dummy cards were produced so that any student attending fewer than tour

-

years would have a properly sequenced four card data set. This newly '
produced card set was in turn merged with a fifth card containing the
additional attendance and reading score information chiefly on the Class®
of 1969.
Two distinctive sets of data were then available on the Classes of

1969 and 1970. The five card set in which all studenis having at least

one course card set were represented and a four card set derived from the

previous Transurbia project containing the School Records Code Sheet data,

1

questionnaire data, etc.’ The latter data set had a more comprehensive
sampling frame since i.l‘ was based on the School Renords Code Sheet which

in turn was “ased on a month-by-month searching of the Transurbia
attendance ledgers for the Classes of 1969 and 1970, for ail four grade years.
When a student attended Transurbia High for only a few meniliz, his course
cards were sometimes pulled and destroyed so that the newly created five card
data files were actually based on only a subscmple of Transurbia High School
attenders.

Despite this, the new five card data sefs served as the basis for

merging the original four card data sefs. As a result, the nine card data

]Actually the four card data set was available only for the Class of
1970; the School Records Code Sheet was available for the Class of 1969
and three dummy cards were appended to it to fill out the data sets, again
for ease ¢f computer programming.
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sets (one for each school class) systematically eliminate students on whom no
course identifying information was available. This is a trivial elimination
since the independent variables for the case study require such data fields.
As a result of all the procedures oescribed above, nine card data

sefs were made available on 667 membérs of the Class of 1969 and 695
members of the Class of 1970, including both white and bl ck students. .
One data manipulation problem remained in order to make these data fields
available for cross—tabular analysis using the SPSS computer program. |

o This 1+ al manipulation concerned the treatment of the "exira course"
field. Though relatively few sfudenfs‘fook two courses i ame subject
area during ihe same school year, there was no correct way of designating

which course to count if only one could be tabulated. To avoid the

arbitrary elimination of data and to further develop the comprehensiveness

G s e

of the design of process accounting, it was necessary to develop procedures
to handle mul;iple subject area enrollmenis. The res:lting procedure, which
evolved after several false starfs, treats only one exira course per student,
per year. Thus for those few students with several extra courses in major
subjects during a single schoo! year, only the first course card encountered
was treated as the exira course.

The following algorithyms were employed. Each student's nine card

work tape file was searched: if a filled extra tcourse field was encounfered™ ™

"Norman Nie, Dale H. Bent, and C. Hadlai Hull, _S_fatisfic"'
Package for the Social Sciences (New York: McGraw=Hill Book Company,
1970).
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in any of the first four cards, which contained the grouping information,
the entire nine card set was reproduced with -the following alterations:

a code was used to designate the set as a replicate; each extra course field
was substituted into the correct subject area field in the replicated set

(0 maximum of one substitution for each grade year); each of the first four

cards in the replicated set having a substituted course also carried a code

indicating which subject area had been substituted. This subject area code
supplied the basis for the subsequent treatment of the data utilizing a
sampling procedure. For example, if the subject for a table was to be
ninth grade English, the sample consisted of all unreplicated data sets plus-
those sets with.an English substituted course code in card one, the ninth
grade grou, ing data card. Every grade level, subject area profile ;F
classroom units in Appendix B is based on a different sampiing frame in
order to integrate appropriately the "extra course" students.

The physical manipulations discussed in this appendix made possible
a fairly flexible and comprehensive treatment of grouping data. Much of
the labor involved in setting up the school records monitoring case study
consisted of data preparation as described herein. This'appendix gives
substance to the methodological description of moaitoring in Chapter Three
as the rearrangement of data into longitudinal files. This longitudinal
arrangement contrests sharply with the manner. in which student information
is normally stored at Transurbia High School. The usual isolation of data
sets into school year groupings greatly impedes the analysis of school

processes.
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" APPENDIX B

PROFILES OF CLASSROOM GROUPS
Preliminary Note:

This append 1/ relates dLIeCLl“ to the discussich of :
student groups in Chapter Four. ve hundred and ninety- |
six uncademic classes at Transurbia ngh School were monitored

cording to the characteristics of their students and the
profiles are presented here. The sampling frame utilized for
this vurpose is descoibed in =,n°n“*t A, 1% is comnreshensive

ani includes hoih rhite and blqcx siugenis

To facilitate this .presentation, several abbreviating
conventions have been emploved. Each classroom has been ’
assigned a code. The first digit of this code dc31“n tes
the grade level of the ccurse - the number one standing for
ninth grade, two for tentn grade, ~md so forth. In rare
instances numoers beyond four appear as the first digit;
these arbifrary codes ln“3caue the course is remedial in
nziure, The- secc:' Cigit ol Ghe classrcom code indicates
the ability "track” of the course as ex plained in Chavter
Four. The remaining digit(s) are arbitrary section numbers
wAich serve te gilve each classrcom a unigue code,

In most instances the curriculum desisnation of-the
cc 'rse 1s indicated above the code number: CP represents the
College PrOpargtory Drogram; GEN indicates the class receéives
eithexr students in the General or Business Dronram while
BUS means ‘'ne course is limited to students in the nu31ﬁess
program. In the case of language courses, most of whose
enrollees are in the College Preparatory program, the alpha-
betic ebbreviations dosigﬂate the languaze: FR is French;
IT is Italian: SP is Spanish; CGER is German; and LAT is Latin.
Occasional alternative abbreviations are exvlained in the
tables.

Immediately below the classroom codes are the final
letter grades received by students in the class, except in
twelfth grade courses where the third, or middle of the
school year, marking period grade  is employed. The particular
grades employed are indicated by the mnemonics in the left
hand columns of the azppendices: ERGGROQ represents tne ninth
grade English grades; SCIGR1O stands for tenth grade science
grades, and so forth. The distribution of lefter grades is
presented in absolute frequencies because these provide the
bases for assignments to the grading context descriptor as
discussed in Chagter Four.

1See especially the discussion of Table 4.4, pp. TU4-76.

ms
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The base number of students having letter srades is
indicated in narentheses velow the letier ¢rade distribution.
This number is a fair approximabtion of the toial number of
students in the class and it is used for this purpose throusn-
out fyppendix B. The various absence rate and standardized
test score means, =which apvear below this number, are
generally based on several fewer students. Their bhase numbers
havre pDeen sunnressed since it would have been difficult Lo
read¢ the tables haé all tne numbers been included.

Reading down the columns of Appendix B, between the
base numbers snd the context descripntors, are a varleby of
school attendan~e and test score meazns relative to the
varticular classes., The follewing mnemonics are employved:
ABOg, A£B10, ABL1, and ABI2 wredresenk Lhe mean sbhsence rate
of the class for the school rear indicated; IQ08 represents
the class mean on the Lorge Thorndike I.3. examination
administered in the eighth grade throughout the Transurbia
system; RDOQ, RD10, and RD1l represent class means on reading
tests adminigered in Marcn of™the schocl years indicated and
reported in grade eqguivalents; and LS09, MS0Q, LS1l, and MS11l
stand for the class mean on tine language ané matnematical
components of the SCAT examinations administered in ninth and
eleventh grade and repoeried here as nationalily normed,
percentile scores. .

Several remarks ezre in order cecncerning the fests
employed. Transurbia High School administered different
reading test batteries to students in upper and lower 4bility
English classes. The former classes were given the Nelson
Denny reading test, which has a higher ceilins score, and’
the latter received the Gabtes-ifacGinitie. Both tests claim

to be valid measures of general reading level and comprenension.

In this appendix, only class means on general reading level
are reported. The SCAT scores (Cooperative School and College
Ability Tests) were revorted on the students' vermanent record
cards as confidence intervals with resvect to national percen-
tile norms. During the initial coding of school records,
mid-point values were calculafted and these provide the basis
for the class means represented in Appendix B.




ERIC

Aruitoxt provided by Eic:

Cose:®

EN3GRO9:

ABOD:
1Q038:
RDO9:
1509:
¥509:

Grade
Context:

Ability
Context:

Code:®

ENGGRO9:

A309:
1Q08:
RDO9:
1509:
HK509:

Crade
Context:

Abitity
Contert:

Clazs of 1969:

01 102 103 103

105
‘6 n
12 15

5 -

AFUENDIX D

1046

—

11

6
5
7

9

>

17

6 3
11 9
11 13
2 1

(24) (2%) (20) (25) (2%} (22) (27) (30) (<9)

0 8

11% 115 116 116

11 11
0 70
‘60 63
2 1
2 2

3 1 1
6 3 8
3 5 11
3 7 -
2 3 -

12
117

11
£o
68

13
10

8 12
11 11
T
59 65
1 1
2 2
u1 o112 13
6 3
6 11
6 8
] 'Y

5

17
102

36

-l
1
i

10
5
5

11

4

12 7
102 101
9 9
59 SO
28 37
2 3
3 3
3 5
11 14
9 5
3 3

(38) (19) (20) (27) (27) (23) (27) (2%} (26) (25)

1 12 8
128 116 11k
12 11 11
8 75 79
63 41 62
1 3 1

1 2 2

lHote that Ear:.ch €larsroean are noh arr
are officislly dectinated s “Inglich 1.

21
108
9
Sk
37

14
107
10
61
Lo

22

9
6o

42

7 15 14

106 110 103 101
9 9 9

58 61 &

i 42 23

2 2 2

3 3 3

9
1

[+2Y

11
5

12
S

FUOVILES COF CLALGHOMM GROUPS:

1

6

5

3
8

10

EINTH GRADE ENSLISH

5

2 =N W\ W

1

—
A
-1

A R

3

(30) (2%) (2%) (26) (°%) (2%) (22) (19) (21) (20) {(17) (26) (29)

w

w oo o

1

(28) (2%) (19) (

17
10%
9
51
32

QA o & W

1

17 20
101 05
8 8
43 Lo
37 24
) 1

4 4

19

95

7
3

13
160
8
33
23

17
92

8
30

-

35

16
93

9
29
33

o N

5

31
G5

8
37
25

2
92

~

8
30
k14

£

i o N

4

1%

ﬂn:tc-l by currizulua growpiens in

22
89

8
19
33

-
] o
ir

~ e

3-
) (22) (19) (19) (35) (16) (22) (x8) (11) (20)

21

21
88

7
19
2

N
1 l.'r
=

Wi o~ W

15
85

5
15
18

5

14

16
89

7
23
16

2

5

rninth rrade.

18 15
95 86
8 7
26 20
23 13
1 3
B 5
152 153
9 1
8 i
3 10
2 3

18
93

7
24
0

5

2h
90

7
22
15

18 15
91 -
8 7
19 21
19 17
3 2
5 5
181 162
1 1
6 9
3 6
1 5

19
85

6
16
19

29
34

6
19
14

A1l these clannroons




AVFESDIX B.2 FPROFILYS OF CLAZINMY GROMES:  THRFE GRADE ENGLISH

Clazs of 19569:

CP CP CP CP CP CP CP CP CP CP CP GEY GFN GEN GhY CXY GERN GEN GRY

Code: 211 212 M3 21 222 023 22 231 A £ 43w MYy s

%~
)t

o L2

CHN GRY  E%G
A )

|
I

ENiSR103

Az 1 -5 2 1 - 1 -4 « 2 ~ 4 4 4 1 e e a4 a1l e e a2
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ENSGR10: )

Az 5.1 1 - & I - < - - 4 < 1 1 e a4 e e e e e e
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o
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APPENDIX B.7T PROFILES OF ¢ ALROME GROHY: AFPENDIX B.P PROFILES OF T AGSROMM GROVE':
ELEVENTH GRAJE LANGUAGYE TWELFTH GRADE VANGUAGE
Clags of 1a5a: Class of 1969:
FR IT SP SP' SP GER LaT 'R 1T 8P
Code: 201 M1 31 322 323 3N Code: oy ' h:
LEGGR11: LNGGR12:
A: 5 1 5 1 3 6 As 4 4 2
) B ¥ 5 4 8 10 5 - 7T B: 2 1 6 1
c: 3 - 5 6 10 - - c: 2 - 6
D: - 1 3 1 - - - D: 1 - 2
5 E: - - - - - - - . E:, - - -
(13) (8) (21) (28) (18) (6) (x0) o (9) (5) (17)
AB10: 9 13 9 7 9 T 1 AB11: 15 23 13
AB11: 10 19 17 22 10 9 11 AB12: 18 25 14
RD10: 11 9 10 1 11 12 13 RD10: 12 8 11
L5u9: 62 28 55 50 67T 716 17 LS11: 67 12 57
' LS11: 63 26 46 48 59 83 76 MS11: 37 7 47
Grade Grade
Context: 1 1 1 1 1 1l 1 Context: 1 1 1
Ability Ability
Context: 2 3 3 3 2 1 i Context: 2 y 3
! Class of 1970: Class of 1970:
: "FR SP SP 8P FR SP SP
Code: 301 221 322 323 Code: . 201 321 421
LNGGR11: LNGGR12:
A 2 3 3 1 A: 1 - 2
B: 5 7 3 B: " 5
C: 5 12 4y 6 c: 2 3 i
D: 1z 2 5 D: 1 - -
E: - 1 - 1 E: - 2 - -
(13) (20) (16) (16) (8 (11)
AB10: 100 11 1 13 AB11: 15 14 10
AB11: 15 17 11 16 AB12: 25 32 16
RD10: 12 11 1o 1 RD11: 11 10 1
RD21: 12 11 10 10 Ls1: 69 35 51
vd 1.509: 7 53 48 sh MS;: 43 26 35
L511: 64 » 35 6o Grade
Context: 1 2 1
Grade
Context: 1 2 1 2 Abslity
Context: 2 I 3
Abidity
Context: 2 3 3 3
Q
\
. - - " T - - o - = = - DR W - - = — — - — - I i - - - z




T

Q

ERIC

Aruitoxt provided by Eic:

“

Code:

MATGRO9:

ABOQ:
I208:
RDOG:
LS09:
MS0G:

Grade
Context:

Ability
Context:

Code:

MATGRO9:

ABO9:
IQ08:
RDOG:
LS09:
MS09:

Grade
Context:

Abill ,
Conterst:

ny

7

(19) (22) (=5) (19) (2k) (17) (25) (10) (20) (18) (27) (21) (21) (21) (18) (15)

17
118
10
64
58

2

?

APPERDIX 3.9

Class of 1069:

CP CP CP CP CP P
101 102 10% 104 105 1
3 2 2 1 -
i 5 8 5 1 2
6 2 7 5 12 2
9 7 9 7 11 10
2 - - 1 1 5

1
11
]

2

[ SN
nk 115
] -
2 4
5 1
3 10
7 2

[ = SRt LT St A A1

7
7

PROFILES OF CLASSROUL GROUPS:

u
15

cp
119

NINDH GRADE MATH

10

MpTY

DoWm W

w

GEN GEN
12 100
2 4
5 9
10 ¢
5 2
6 1

GEN GEN GEY
1°3 131 132
- - 1
1 7 1
11 ] 5
9 6 6
1 L 6

(1]

2

(21) (20) (26) (20} (26) (19) (27) (2%) (18) (17) (20) (19) (19) (28) (25) (22) (21) (29) (1%)

9
115
1
68
67

W

Class of 1970:

CcP

102 102 10k

_— SR e = s ==

(o~ TRV BN I

3

)z
110
10
67
61

5
115
11

09
69

CcP

&
2

13

5

10
114
11
68
54

CcP

1

7
114
11
75
63

9 13 1
119 114 101
11 11 10
77 66 L8
72 60 43
2 z 3
2 2 3
CP* CP CP
111 112 31
2 - 3
L 6 2
15 7 18
3 L 2

12
109
10
58
39

9
102

sh
31

cP
11h

1
3
3

3

15 13
103 105
9" 9
52 56
37 29
3 3

3 3

10
102
10
53
k7

cPp
115

3
6
7
n

14
98
9
u7

3%

18 8 11 12 15 20 15 12 17 15
104 105 100 105 107 100 97 99 90 92
9 10 9 9 9 9 9 9 7 8
bz 56 W st B8 39 35 33 30 27
36 45 38 32 M1 3% 32 37 20 19
3 3 3 3 3 2 b 2 2 3
3 3 3 3 3 L h u 5 5
CP CP CP CP GEN GEN GEX GEN GEN GEN
116 237 18 119 121 122 131 132 133 13

u
6

13
98

4

8
39
23

10

1h
103

2
6
8
5

9
104
9
50

8
109
9
st
33

w ~N WU,

2

10
103
8
I
32

AS BN B (V)

2

*These classes were not arrancecd according to curriculum groapinrs.

1
7
6
1

2k
93

7
25
18

9
8

@ v W

2

3
5
6

6

14

jod
X
x

pod
AR

w M

~

17) (18) (20) (13)

21
£6

7
20
17

21
39

6.

25
11

29
90

7
27

-
T

[N ¢ ]

n
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APFEXDIX 3,10 PROSILES OF CLASSROCW GROUPS: TENTH GRADYN BATH

Class of 1969:
ck CP CP cP  CP CP ¢P CP cPp c¢p P cP cy GEN GEN  MAT®

| e o MATGR10:
' A - - - 6 2 - - 1 - 1 - - - 1
B: - - - 11 7 - 3 2 3 3 2 7 5 2 3 1
c 1 4 2 L 4 7 12 3 2 1 8 9 8 3 7 7
D 4 2 4 1 6 1 6 13 3 5 6 3 3 3 1

™)

[S IRV}

E: 3 7 1 1 3 4 4 . 11 - - T 2 -
, (8) (13) (7) (23) (22) (2%) (2%) (18) (19) (20) (16) (26) (18) (9) (15) (20)

ABO9: 7 13 11 5 10 8 9 6 9 8 17 8 10 1k 8 1
AB10: 9 16 15 7 112 7 10 9 10 1 i 1 1 15 15 18
RDO9: 8 9 8 12 1 10 11 9 110 10 9 w0 0 7 8 7
) RD10: 10 10 9 13 12 11 12 10 1 10 1 1 a6
LS09: 38 ¥ 37 79 70 58 70 52 50 52 49 5t 64 19 22 18
MS09: 16 3% 28 72 61 58 65 53 37 4 36 42 W 25 2 20
Grade ‘
Context: 3 3 3 1 2 3 2 3 3 2 2 2 2 2 2 2
' Abfitty
Context: L 3 4 1 2 2 2 3 3 3 3 3 3 S ) 5

Class of 1970: ;
CP CP GEN CP CP CP CP CP CP CP CP CP CP CP GEN GEN GEN

Code: 111 112 131 201 211 212 221 222 223 224 225 226 227 228 231 232 233

MATGR1O: ’
A: - - - 7 - 4 - - - - - - - - - - -
B - 3 - 4 6 12 - 4 3 - 5 1 3 "1 2 -
‘ c - 4% - 5 10 5 2 S5 7 3 6 8 7 9 4 3 6
‘ D: [ - 12 - 5 1 7 2 2 6 10 4 5 7 8 2 4
E 3 2 - 2 - 4 - 5 - 2 4 1 1 L 3 3

(8) (10) (1#) (16) (23) (22) (13) (11) (18) (12) (29) (21) (14) (20) (a7) (20) (13)

ABO9: 15 17 19 5 10 10 8 7 10 12 1 1 5 13 18. 16 28
' AB10O: 21 31 3% 8 16 15 18 9 i 4 17 17 9 18 27 30 23
RDOY: 8 g 6 11 10 10 g 1" 9 10 9 9 9 8 7 7
RD10: 9 9 7 12 1 12 10 11 9 9 1 10 11 10 7 8 8

1L509: 55 %3 18 75 64 73 53 62 46 59 57 52 50 52 20 2% 33
MS09: 3 24 10 73 49 70 28 33 29 U2 36 37 26 42 15 26 25

Grade L - 3

context: 3 2 3 1 2 1 3 1 2 3 3 2 2 2 3 3 3
Abf1fty

Context: 3 3* 5 1 2 1 3 2 3 2 3 3 3 3 5 5 5

*Thic class was not arranred according to curriculum groupings.

Q -

ERIC

Aruitoxt provided by Eic:
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APPENDIX B.11 I'ROPILES OF CLASSHOM GROUPS: ELEVENTH GIADE MATI

Ciass of 1950:

CP CP P CGP CP CP CP GEN CP  MAT* MAT® MAT® MATS

Code: 301 3N A2 F w2 303 A2h 22 kN Mg 430 B b
MATGR11:
A: R | 2 1 1 - <« - - - 1 -
3 1 5 2 3 2 4 31 <« 9 1 2 1 5
c 8 b 11 1n 8 2 1 3 3 1 7 9 8
D: 1 s 4 2 3 7 7 3 - 1 4 3 2
E - 1 - 3 2 5 « - - 1 - - -

(23) (16) (29) (20) (16) (18) (9) (6) (33) (14) (123) (24 (25)

D10 7 8 9 7 7 13 8 16 5 11 11 1 1o
AB11: 7 ™ 10 313 12 17 19 16 6 18 19 23 16
A RD1O: 13 12 12 1} 11 11 10 5 13 10 11 1 11
1509: 76 73 68 S5 57 55 62 15 82 34 55 55 62
1511: 78 69 65 55 39 50 47 17 77T 29 51 33 65
Grade
Context: 1 2 2 2 3 3 3 3 2 2 2 1
é\:ﬁg{: 2 2 2 3 3 2 3 5 1 4 3 3 3
) Class of 1670:
CP CP GEN GEN GEN CP "CP CP CP CP CP CP CP CP GEN GEI CP MA™ MAT* MAT*
Code: 221 222 231 232 233 201 211 2 320 @2 323 224 225 326 3N 3 ka M iz ain
2 MATGR11:
A: - - 1 - - 2 1 3 - 2 1 - - 1 - - 1 - - -
B: 1 1 2 1 3 6 3 1 i 1 1 N 1 3 7 2 3 L
c: 1 11 2 2 7 6 4 - 2 2 a 2 5 3 1 1 4 B
D: 3 3 3 3 2 1 5 5 7 10 L - 3 6 - 1 - 7 3 1
E: 5 3 2 ,2] - 1 2 I 2 3 b - 1 3 - - - 1 - 3
R (x0) (8) (9) (8) (7) (x7) (17) (17) (23) (28) (12) (13) (30) (28) (8) (7) (9) (11) (:0) (14)
AB10: 29 23 v 35 43 9 9 10 9 14 9 13 19 13 17 s 7 1 10 &
AB11: 36 20 26 43 47 16 15 17 22 4 16 14 31 19 35 50 7 W 12 20
- RD10: 9 9 7 7 7 13 122 1 10 11 10 111 111 110 8 12 10 10 10
[ RD11 1 9 9 8 8 13 122 1 10 1 1 1 112 1w 8 13 9 10 10
1S09: W7 h9 22 33 30 76 T0 &% 52 G5 K9 52 57T S 26 22 81 k9 52 Mk
LS11: 45 h3 26 28 19 78 67 60 39 61y K2 s1 W9 39 3w 33 B0 29 WG 22
B Grade
b | Context: 3 3 2 3 1 1 2 3 3 3 3 2 2 3 2 1 1 3 2 2
Aviitty _
i Context: 3 3 5 5 5 1 2 2 3 2 3 3 3 3 5 5 1 h 3 3
*These classes were not arranced accordinm to currizulum froupines,
Q

ERIC

Aruitoxt provided by Eic:
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APPENDIX R,12 PROFILES OF CLAS:ROGM GROUPS: TWELETH GRADE MATH

Class of 1969:

CP CP CP CP CP CP GEN GEN GEN GEY GEN GEN CP CP CP op CP MAT® MA™® NAT®
3

O

ERIC

Aruitoxt provided by Eic:

MATGR12: :
A - - - - - - - 11 10 - - - 3 5 3 h 1 1 -
B: ¥ r»r 3 3 2 2 1 6 3 4 1 3 11 u 2 3 2 - 1
c: 2 2 2 3 4 1 7 6 % 3 3 9 7 1 5 < 3 2 4 2
D: 8 1 3 8 3 4 4 2 - 5 9 3 2 8 5 - - L b 3
E: 2 1 3 1 & 3 - 1 - 2 5 - 1 1 & - . 2 - 2
(13) (5) (11) (15) (23) (20) (12) (26) (17) (14) (18) (18) (=5) (19) (19) (8) (10) (1) (9) (9)
AB11: i 1h 22 13 16 15 23 21 19 '23 38 25 n 7 1 1n 7 20 11 23
AB12: 17 3% 2 21 21 M 27 2% 49 52 33 12 1 19 1 11 27 17 27
RD10: 11 9 11 9 10 100 9 9 8 7 8 7 12 12 12 12 13 9 9 11
LS11: o 2T 50 3% 36 5% 25 3 22 21 14 18 69 63 59 Go 85 32 Lo &8
MS11: 3T 29 27 35 38 39 15 28 18 8 1 13 70 61 66 84 8 29 17 37
Grade
Context: 3 2 3 3. 3 3 2 1 1 3 3 2 1 2 2 1 T 3 2 3
Ability
Context: 3 4 3 &4 4 3 5 4 5 5 85 8§ 2 2 2 2 1 B 4 3
Class of 1970:
GEN GEW GEN GEN CP CP CP CP MAT® MAT® MAT*
Code: o342 3 3 kol M M2 Mu B Mbe A
MATGR12: y
A: 3 2 by 6 1 1 1 1 1l 3 1
B: 4 2 5 3 6 6 3 6 3 1 2
c: 3 [ 6 3 3 7 5 L [ 3 1
b: b 1 - 2 2 3 7 - 3 . 1
E: 3 3 1 1 - 6 3 - - 1 2
(22) (12) (16) (15) (15) (23) (19) (11) (11) (8) (10)
-7 AB1Y: 25 43 38 26 7 15 15 10 28 8 25
] AB12: o 64 61 38 12 29 3 18 3 41 39
RD11: 9 8 9 9 12 1 1 13 9 1 1n
LS11: 20 17 2% 27 73 sS4 ST 76 35 54 50
MS11: ) 1 13 10 18 60 48 S50 T4 15 28 25
Grade
Context: 12 1 1 1 2 3 1 1 1 1
Ability
Context: 5 5 5 5 1 3 3 1 b 3 3

*These classes ware not arranged according to currficulum rroupings.
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APPENDIX B.13 PROFILES OF CLASSROQ! GRGUFS: RINTH GRADE SCIENGE
Class of 1969:
CP CP (P CP CP CP CP GEN GEN GEN GEN GEN GEN GEN GEN GEN GER GEN GEN SCI
Code:* 1001 1002 1003 100% 1005 1006 1007 1201 1202 1203 1701 1005 1506 1207 1708 1700 1210 1711 1:12 1301
SCIGRO9:
A: 1 3 2 - 2 - = = e« a - - .- - - - - -
B: 1 3 4 5 3 - 1 3 -« 1 3 - 2 1 - 1 2 5
c: 8 5 1079 ¥ 15 7 7 6 5 1 7 6 8 9 12 8 13 9 9
D: 12 7 9 6 S 4 13 9 9 12 2 a 7 4 9 5 i 9 9 2
E: 2 8 3 2 - 1 1 4 5 2 4 k] 3 4 2 5 5 - 2 1
:9» (27) (25) (27) (21) (27) (27) (24) (20) (21) (22) (7) (20) (19) (16) (=22) (23) (17) (23) (22) (18)
AB09: 12 9 11 10 12 1 9 22 17T 20 24 20 16 18 22 16 24 4 13 14
IQ08: 110 108 110 111 113 114 101 92 96 101 96 93 9% 93 9% g4 g5 9k 95 -
RDO9: 10 10 10 10 1 111 9 8 8 9 8 8 8 8 8 9 8 8 7
{ LS0y: 63 55 57 60 73 66 44 35 3% 41 20 32 L4 37 W 32 30 30 38 21
¥S09: 53 43 44 47 63 69 46 27 21 29 18 31 26 16 29 26 16 3M 29 17
Grade
Context: 3 3 2 2 2 2 3 3 3..3 3 3 3 3 3 2 3 2 3 1
&ﬂé;{ 2 2 2 2 1 1 3 1 4 3 At 4 [ 4 4 L 4y 5
Class of 1970
CP CP CP CP CP AER AER AER GEN GEN GEN GE¥ GEN GEN GS¥ SCI
Codes® l0r 102 103 104 105 311 112 113 121 122 123 124 125 126 127 1M
SCIGRO9:
Az - 1 2 - - - - - - - - - - - -
B: 3 3 6 9 L 3 5 3 3 2 4 1 - 1 1
c: 4 5 5 11 11 11 . 14 15 2 8 7 7 8 2 ] 2
D: 12 11 11 7 11 3 5 3 8 3 12 L 7 8 12 8
E: s 4 4 1 1 5 3 1 9 4 5 1 4 6 2 3
(24) (24) (27) (30) (30) (23) (25) (24) (23) (18) (26) (16) (20) (16) (26) (15)
ABO9: 10 12 11 9 13 15 30 22 33 23 26 27 21 16 18 15
IQ08: 106 108 109 111 104 91 96 9. 94 97 99 99 96 100 99 85
RDO9: 9 10 9 10 9 7 8 7 "8 8 8 7 8 8 8 5
LS09: sk 59 62 6o b 26 30 30 37 b s 41 38 37 b 15
MS09: 4 49 36 43 35 18 21 17 25 30 21 28 28 26 22 18
Grade . o
Context: 3 3 3 1 2 2 2 2- 3 2 3 2 3 3 3 3
Abllity
Context: 2 2 2 2 2. 4 3 4% 3 3 3 3 3 3 3 5
9 *Courses vlcith curriculum desirnations are basic science cources; those with the
gKER:S(;;[_’e ig:gip:;g ts)g.zégcgké:l];isgg?rses in science; and those with the label
Q g R
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APPELDIN B.14 PROFILES OF CLASSRO(! GROUPS: TENTH GRADE SCIENCE

Llass of 16G9:
BSCS <¢P cp cPp CP cP cp cP cCp CP GEN GEN GEN GEN GEN GEN BIO

Code:* 201 21 212 213 214 215 25 217 218 219 2 232 2k3 2W% s o6 o®1
SCIGK1O:

Az 9 1 1 b - 1 - - 1 - - - - 1 - - -

B: 7 4 3 b 3 5 5 3 4 5 b 3 3 - 1 -

C: 3 9 13 '8 6 6 12 8 8 15 10 n 6 10 h 5 6

D: - 9 4 .7 13 7 - 5 12 9 10 5 6 5 ib 12 b

E: 101 1 6 5 - 3 L 3 - 1 1 3 2 5 3 -

(20) (24) (22) (29) (27) 19) (25) (20) (26) (22) (26) (21) (18) (21) (23) (2t) (10)

ABO9: 5 13 8 8 8 1 3 9 1 11 15 18 17 12 13 9 1n

) AB10: 6 16 8 9 12 1% 12 9 12 313 22 22 29 17 116 14 18

RD39: 13 11" 10 110 10 10 io 9 10 9 8 8 7 8 8 8 s

RD10: 13 112 10 11 11 10 10 10 11 10 7 8 8 8 7 8 6

L509: 86 &7 sS4 51 s9 43 s8 43 61 s4 36 33 37 32 18 28 18

¥509: 82 45 54 44 45 K ES S0 47 37 17 22 33 20 1 20 20

Grade

Context: 1 2 2 2 3 2 2 2 3 2 2 2 3 2 3 3 2
Ability

-Context: 1 2 2 2 2 2 2 3 2 3 1 .1 .1 .1 5 1 5

Class of 1970:
BSCS BSCS BSCS BSCS CP CP CP CP CP CP CP GEY GEY GEN GEN GEN GEN GEN

Code:* 201 221 212 213 221 222 223 224 225 225 227 24 22 243 24 25 246 2i7
SCIGR1O: 7
At 5 2 1 1 - 1 - 1 - - 1 e e e e e s
B8: 8 2 ¥ & 3 1 6 1 5 =2 3 3 & 4 2 2 - -
c: 1 100 10 8 4 s 11 12 2 12 9 5 3 2 5 6 2
D: - 9 9 b 7 6 3 7 16 8 6 7 8 11 12 5§ 7 7
E: - 4 12 - 1 5 1 1 2 1 6 1 2 8 64 m n

(13) (27) (25) (21) (16) (217) (22} (21) (26) (23) (2h) (17) (37) (25) (25) (37) (20) (21)

£BCY: 6 1ib 9 8 14 32 8 9 10 12 10 24 27 17 18 22 12 18
AB1O: 9 20 21 11 21 23 14 18 16 19 20 3N k2 27 27 20 19 25
RDO9: 12 10 1 10 9 8 9 9 9 8 8 7 8 7 7 8 7
RD10: 13 112 12 1n 10 9 0 9 6 0 w0 7T 8B 9 7 8 8
1.509: 8t 71 7 61 60 42 50 Wy s51 Wk 45 22 22 3% 28 27 27 19
M309: 66 57 S8 S8 27 30 31 30 2% 26 3B 13 16 20 21 18 16 19
Grade

Context: 1 2 2 1 3 3 2 ) 2 3 2 3 2 3 3 3 3 3 3
é},’ﬂiﬁ{ 1 2 2 2 3 3 3 '3 3 3 3 5 4% 4 g 5 5 5

*A11 tenth grade ccience classes are blolony courses. BSCS Bilolory employs
. a specially designed clhrriculum and most of its students are in the College
Preparatory propram. The class lobeled "BIO" is not prouped according to
curriculun.
O
Hﬂiiﬁﬁﬁﬂ
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APPENDIX B.15

“Code:*

SCIGR11:

——— - c:

AB1O:
AB1L:
RD10:
1509:
LS11:

Grade
Context:

Ability
Context:

Codez¥*

SC1GR1l:

AB10:
ABl1l:
RD10:
RD11:
LS09:
LS1l:

Grade
Context:

Ability
Context:

O

RIC

Aruitoxt provided by Eic:

PROFILES OF CLL: JRG(M GROUPS:
ELEVERTH GRADE SCIENCE

Class of 19{a:

FSSC PSSC PSSC PASC  GEW
301 02 07 % 321 Code:**
SCIGR12:
- 3 3 - - A:
8 2 2 - 1 B:
] 5 5 1 65 C:
&L s 9 5 3 D:
1 3 1 - 2 E:
(17) (18) (20) (21) (12)
6 11 311 10 19 AB11:
9 18 13 12 3% AB12:
12 12 12 10 9 RD10:
72 1T T3 53 36 LS11:
7L T4 65 52 32 MS11:
Grade _
1 2 3 2 2 Context:
2 2 2 3 & Context:
Class of 1970:
PSSC PSSC PSSC PSSC GEN
201 302 303 204 321 Code:*¥
SCIGR12:
- - 1 2 1 A:
4 1 3 2 1 B:
6 2 9 12 5 C:
b 7 7T 12 4 D:
2 3 1 1 3 E:
(16) (13) (21) (29) (14)
20 1 11 12 26 AB11:
18 27 14 19 U9 AB12:
11 10 12 11 8 RD11:
111 11 12 9 LS11:
73 56 64 66 26 MS11:
63 4 s59 58 29 Grade
Context:
2 3 2 2 3 Ability
Context:

%411 cleventh rrade science
courses are in physies. P3SC
ysics employs n specially desfiyncd-
curriculum and most of its students
are in the CP nrogrom,

APPENDIX B, 10

186

PROFILES OF CLADNSROM: GROUPS:
TWELFIH GRADE SCIENCE

Class of 1969:

CP CP QP CP CF CGCP CP CP GEX
01 hep L0 kol koS ko6 o7 M08 koY

- T

5 3 - - - 8 1 5 2 1
8 7 6 8 6 1 11 5 I
6 ¢ 11 8 5 6 S 10 3
6 L 6 2 3 3 - 2 B

(25) (26) (24) (18) (25) (25) (23) (19) (18)

12 15 16 14 9 10 13 16 20
16 20 25 19 12 15 197 2 m
11 12 10 10 12 11 11 111 8
52 62 U4s 44 65 sk 53 59 19

S0 55 4o W44y 66 W7 Us W6 12

22 3 3

)
[}
L]
n

Class of 1970:

CP CP CP CP CP CP CP CP GEXN
hor ko2 Lo3 ko4 ko5 21

5y 1 - < 3 - 1 - 2
4y - - < 1 1 1 1 2
s 7 4 7 6 L 5 3
6 6 7 8 b 12 b 11 ]

6 7 6 5 12 2 5 6 2
(25) (21) (17) (22) (26) (23) (15) (22) (22)

13 15 17 18 10 17 15 23 24
23 25 26 29 22 27 29 39 33
12 10 10 11 12 11 9 10 10
66 51 4 50 60 S50 42 45 35

51 45 4o W2 45 27 2@ M1 18

*%411 twelfth srade science courses are in
chemistry.
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ERIC

Aruitoxt provided by Eic:

APPENDIX B.17

Code:*

SO0CGRO9G:

ABO9:
1Q08:
RDO9:
LS09:
MS509:

Grade
Context:

Ability
Context:

Code:*

ABO9:
1Q08:
RDO9:
LS09:
Us09:

Grade
Context:

Ability
Context:

104 105

Class of 1964:

CP Cp CP
101 102

1,

2
s 7 8
5 3 10
10 7 2
yo7 -

PROFILES OF CLA
NIt GRADE SOCIAL.

cP

3
6
i
7

2

~es
N

cvi
103 o4 121

= o

[+,8

2

KO GROUTS:

(24) (26) (21) (22) (22) (248) (18)

8 10 7
111 111 102
100 10 10
65 59 50
54 55 &9
3 2
2 2 3

Class of 1970:
CP CP CP CP

101 102 103 104 105 106 121 1

- 1 1 -
2 6 6 3
5 3 10 8
5 8 7T &
8 - - 5

2 16 7 1

X 105 105
10 0 -9 9
54 61 s0 52
36 W6 3

*Collese Preparatory social studies

11
107
10
57
39

cP

1
3
5
7
5

7

108

9
59
39

15
92

8
27
16

cP

A N & N

6

13

110

9
55
u3

(20) (23) (24) (20) (21) (25) (27) (15)

STUNIES
VG CIV
122 1 Codes**
SOCGR10:
2 - Az
6 4 B:
9 10 C:
3 2 bD:
y 1 E:
19 14 ABO9:
92 - AB10:
8 7 RDO9:
3 22 RD10:
23 17 Ls09:
MS09:
1 2
Grade
Context:
b s
Ability
Context:
cVG CIV
Codes**
SOCGR1O:
1 - Az
1 3 B:
11 1 C:
9 - D:
5 1 E:
25 17 £BO9:
92 85 AB10:
8 5 RDO9:
35 15 RD10:
28 18 LS09:
KS09:
3 2 B
Grade
Context:
b s
Ability
Context:

courses iq nigth srade consisted of world
hintgry;"cvc ctands for civics-peopraphy
ang "CIV" for civics - nelther of nhese
courges was arransed by curriculum sroupinzs.

187

APPERDIX B.18 TROFILES OF CLASSEOQ! GROUPS

TERIH GRADE SOCIAL STUDIES

Class of 1639:

GEN GEN GEN GEN GEN
- 1 - - -

- 2 1 2 -
L 1 5 10 8
10 12 13 5 9
2 3 2 3 7

WG WH
22 2%
1 5
5 &
3 1
3 -

(26) (29) (21) (20) (2%) (12) (20)

19 14 12 15 13

36 18 25 15 18
8 8 7
7 9

18 6 20 AN 25

18 3 12 31 15

Class of 1970:

GEN GEN GEN
201 202 202 204

w
[ R A
O O W
O & U

6
7 9 7 b

GEN

20 11
31 18 '
7
6
28 18
8 20
3 1
5 5
WG
221
A
5
1 -
2

(26) (20) (26) (23) (22)

19 28 18 19
25 4y 27 26

7 7

8 8 7
27 25 21 20
16 14 17 20

5 5 5 5

22
33

23
19

(-4

4

#¥Generel social studies courses in
tenth graide consisted of world
history; "WG" ntands for world

georraphy and "WH" for world history,
neither arranred by curriculnm proupinre,
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Code:s®

SOCGR11:

AB10:
AB11:
RD10:
LS09g:
LS1l:

Grade
Context:

Ability
Context:

Code:*
SOCGR11:
A:

B
c
D:
E

AB10O:
#B11:
RD10:
RD11:
LS09:
LS1l:

Grade
Context:

Bbility
Context:

“
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APPENDIX B.19 PROFILES OF CLASSROOM GROUPS: ELEVENTH GRADE SOCIAL STUDLES

Class of 196G9:

AP CP cP CP CP CP CP CP CP CP GEI GEN GEN GEN GEN GEN GEN GEW GEN ML ML ML
201 A 312 213 M M 202 323 30 395 M 342 33 WK ake A6 2Wy WS 3ko 3/ 390 383
6 2 3 2 - 1 - 2 - - - - - - 2 - - - - - - -
4 12 10 10 5 3 16- 3 4 5 - 1 2 1 - 2 1 6 - 1 ;
3 7 6 9.4 19 8 8 18 1 8 5 1 9 4 9 8 6 7 1 4 5
- - - 5 6 4 4 8 3 7 12 13 8 15 8 2 7 4 17 1 7 6
- 1 2 - 9 3 - - 1 - 3 5 3 5 - 4 3 1 -~ 1 - 2

(23) (22) (21) (26) (24) (30) (26) (27) (25) (25) (28) (23) (23) (31) (28) (26) (16) (13) (25) (9) (1) (:3)

14 11 10 12 9 13 8 11 7 W 17 15 18 19 P 17 25 17 1k 29 20
22 13 14 16 17 22 15 17 13 23 25 19 25 o9 38 22 4 19 20 39 23
13 10 11 122 12 10 9 10 10 10 9 8 9 8 8 8 8 8 8 9 9 9
8 52 67 70 72 45 48 53 43 44 37 33 42 33

83 49 62 65 69 39 37 39 39 U 26 26 33 23 25 22 30 26 20 Uk 2h 36

(3%

[+2%

b 30 31 28 28 4o 30 47

Ulass of 1970:

AP CP CP P P CP CP CP CP (P
301 311 312 313 321 322 323 324 325

Q

GEN GEM GEN GEN GEN GEN GEN GEYN ML ML
325 331 232 333 33% 335 236 237 338 2/ 352

1 1 - - - - 1 1 - - -

3 - 5 3 - - 1 1 1
14 10 17 8 7 - 7 8 B4 3 7 6 1 2 b4 1 1
2 14 6 8 13 14 8 12 1 10 4 5 14 2 12 10 8 2 6 7
- 2 - 4 6 4 2 8 7 4 8 9 5 5 13 7 13 8 2 6

- 2 - 2 2 1 - 2 4 1 2 - 2 6 5 3 4 2 1 1
(19) (28) (28) (25) (28) (19) (28) (29) (31) (19) (20) (18) (28) (19) (31) (23) (31) (2€) (10) (25)

8 13 12 122 18 12 13 16 18 22 28 3U 19 26 23 25 32 21 15 2k
1% 20 16 19 22 28 22 18 22 35 M 45 23 43 33 33 42 39 30 28
13 10 12 12 10 110 1 9 10 10 7 8 9 9 8 8 8 10 9 1
13 11 12 12 10 0 1 9 1 1 8 9 10 9 9 8 8 10 9 10
83 60 74 64 47 39 60 M 4 50 26 28 36 30 20 27 35 43 39 53
80 50 69 59 36 37 43 33 M 49 2k 23 29 28 26 18 23 37 ko W9

*In cleventh prade, Collere Preparatory and Gereral soctal ghudies courscs censisted of United States
history; "AP" desirnates Lhe advanced placement or colleve level section of U.S, history and "ML"
represents a course called Modern Living which treats the relntionship between society and the
individual and in which cnrollment is limited to boys cnly.

-
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APPEUDIX B.20 PROFILES OF CLASSROMY GROUPS: TWELFTH GRADE SCCIAL STUDIES

Clacs of 19069:
wer BELLBERLLUNERERBENR
SOCGR12: ' 7
t A 7 4 10 5 < - 2 6 6 1 1 - 3 2 - 1 =
[ B 12 22 11 7 1 0 7 i1 10 3 2 1 ¥ 13 2 3 -4
c h 4 9 8 2 1 5 9 11 2« 5 7 18 14 10 4 6 !
Dt - 1 2 2 W s 7 2 3 6 £1 15 2 1 11 4 6
E - - 1 - L - 8 3 1 12 6 Yy 1 - 2 iy 6
; . (23) (31) (33) (22) (21) (29 (29) (31) (31) (24) (25) (27) (28) (30) (25) (26) (22)
AB11: 9 18 9 11 17 W 15 19 15 23 16 20 25 23 20 21 23
AB12: 16 24 13 19 21 20 25 23 21 32 37 32 38 34 33 26 32
{ ) RD10: 13 11 12 12 9 0 0 0 w 8 8 8 8 8 8 1 9
F ) LS11: 83 59 68 64 35 39- 45 41 33 21 23 27 22 213 25 37 26 |
MS11: 79 49 53 52 29 42 1 37 3% 15 22 20 16 22 20 32 31 |
Grade
Context: 1 1 1 1 3 1 3 1 1 3 3 3 2 1 3 3 3
{ " Ability . {
Context:- 1 2 2 2 4 3 3 3 4 s 5 85 85 5 5 4 4

Class of 1970:

AP CP CP CP CE CP CP CP CP CP_ GEN GEN GEN GEN GEN GEN GEN GEN
Code:* -loL N11 12 N33 b2y k2o M3 Lol h2s L42S 431 432 433 b3l L35 436 437 Us8

SOCGR12:
At 5 9 2 15 1 - 4 1 1 3 1 - 2 .2 1 6 -
B 5 3 11 2 5 7 8 2 2 8 s l vy 3 7 1 2
c 5 12 18 8 8 12 12 8 5 6 9 w0 9 6 € 7 3
B . - 1 - - B 7 1 11 5 7 9 4 6 6 12 2 b 3
E - - - - - - 4 4 4 5 6 4 - 2 1. 3 7 4

(15) (26) (23) (34) (23) (24) (28) (27) (26) (22) (24) (25) (23) (21) (23) (19) (25) (12)

AB1l: 10 13 15 14 19 18 27 18 17 21 22 27 28 31 30 35 20 34
hB12: 16 24 24 22 26 26 37 25 32 39 52 M 49 o B 57 4 55
RD11: 1% 12 10 1z 10 110 10 10 10 10 9 S 9 8 9 9 9 9

LS11: 87 60 47 64 3B W4 u3 35 41 k5 26 28 22 20 28 25 3W 23
MS1l: 67 U6 38. 47 38 33 32 25 38 36 17 28 25 15 27 17 26 26

Grade
Context: 1 1l 2 1 3

n
b
w
N
w
w
N
N
N
w
b
N
w

Ability

Context: b 2 3 2 3 3 3 I u 5 N i3 N i

W
w
w
=

5 %211 twelfth srade soclal studies courses are labeled United States History IX; they focus
on social, econonic, and political problems current in Americn. "AP" designates the
advanced placement or college level section of this course.
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Table C.1 ABILITY PLACEMENT IN OTHER MAJOR SUBJECT AREAS BY ABILITY CONTEXT

ENGLISH CONTEXT:

LANGUAGE
CONTEXT:

3
2
3:
4
5

Other:

None:

MATH
CONTEXT:

1:
2
3
4.
5
Other:

Ncne:

SCIENCE
CONTEXT:

Other:
None:

SOCIAL
STUDIES
CONTEXT:

1:
\ .
3
4
5

Other:

None:

| [

APPENDIX C

RELATIONSHIP BETWEEN ABILITY PLACHMENT IN ENGLIGH
AND ABILITY PLAGIMENT 1IN OTHER NAJOR SUBJECT AREAS

2

80
09
‘ol

o1
96
100%
(120)

a3
2
01

01

62
101%

IN ENGLISH adD SCHOOL CLASS IN NINTH GRADE
Class of 1969:

3

26

35
17
02

20
100%

(168)

[N

10

o2

77
995

4

61
1005

(197)

190

Class -of 1970:

5 i 2
- Ly 4
06 50 46
06 - 05
89 96 08
101% 100% 100%
(35) (28)  (39)
- 22 18
- 61 33
03 17 38
09 - -
63 - -
26 - -0
101% 100% ~ 99%
03 50 56
- 06 10
o - -
51 - -
06 hl 22
% 005 9%
- uy 3
e
03 - 03
51 - -
03 - -
i 56 56
oo 005 160K

)

-~

32

03

c2

6
1012

4

o4
45
14

37

24

o7

05

6l
T00%

4o
20
15
03
15

09

07
15

1037
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APPENDIX C (cont.)

Table C.2 ABILITY PLACIMENT IN OTHER MAJOR SUBJECT AREAS BY ABILITY CONTeXT
IN ENGLISH ARD SCHOOL CLASS IN TENTH GRADE

Class of 1969: Class of 1970:
ENGLISH CONTEXT: 2 2 3. 4 5 1 2 K y 5
LANGUAGE '
CONTEXT:
1: - - - - - - - - - -
2 83 49 21 02 - T 51 22 10 o7 -
3: - 1l 37 27 o7 oh 27 35 21 11 v2
4 - 01 09 05 - 06 16 15 08 02
5: - - - - - - - - - -
Other: ) 02 13 16 07 02 1k 19 21 12 05
Hone? % 1005 B¢ TooF To0% THr 0 HoF ot ToH
MATH (59) (208) (1s55) (91) (48) ) (63) (91)- (a5%) (%2) (57)
CONTEXT:
1: 25 03 0l - - n 08 03 - -
2: g 29 o7 - - 2h 17 03 . -
33 20 60 32 - - 27 60 36 15 -
4 - 0l o7 02 - - - - - -
5: - - 05 09 33 - - 08 12 39
Othexr: 05 o7 16 10 15 06 13 16 20 12
::::NCE T oM IO ToO _IS% % 9% Tw T 100
CONTEXT:
1 3 - 01 - - 19 - 01 -
2: Ly 75 36 01 - 5T 3N 06 - -
3: o7 1h 17 - - .17 €0 uy 21 -
4 - - 15 51 u6 - 02 08 14 16
5: - - 01 09 35 - 0l 11 29 u6
Other: ° 03 01 -0l 0% 02 - 0l 06 09 12
STUDIES
CONTEXT: ‘
1: - - - - - - - - - -
2: - - - - - - - - - -
3: - - - - - - - - - -
b - - o8 15 13 - - - - -
5: - - 06 32 S4 - - 13 28 53
Other: - 05 06 - 02 13 14 08 c5 02
T EE TR
Q ) ] .

LRIC

oy
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AVPENDIX € (vont.)

Teble C.3 ABILITY FLAGKMENT IN OTHER MAJOR SUNJECT AREAS BY ARTLITY CONTEXT
IN ENGLISH AND SCHOOL ULASS JH ELEVENTH GRADE

Class of 7 i9: Class of 1970:
ENGLISH CONTEXT: 1 2 3 4 5 2 2 3 4 5
LARGUAGE
CONTEXT:
1: 15 03 - - - - - - " -
2: 22 07 02 01 - 20 03 - o7 -
3 n 18 06 - 0 - o7 17 15 1 01
b 02 - " 02 - - -, - - - -
5¢ - - - - - - - - - -
Other: 22 38 28 10 - 27 35 23 L4 02
Fone: B o S T 0% T TR oW
MATH (65) (124) (238) (99) (30) (226) (1) (46) (107)
CONTEXT:
1: 09 03 - - - o o7 02 - -
2 49 12 01 - -~ 43 24 09 ol -
3: ‘1 4 17 o1 - o7 4 2a 48 -
b 02 o5 o - - 03 02 05 ol -
5: . - 0 03 - - 61 ok ok 25
Other: 03 2l ) 27 26 - - 15 18 35 09
:z:;w TR 1% T T B TR T oy o
CONTEXT:
1: - - - - - - - - - -
2: 5% 15 03 - - 30 38 09 11 -
3: 05 10 05 - - - 07 02 07 -
b - 01 01 ol - - 02 01 1 ol
5¢ - . - - - - - - - -
Other: 03 16 07 05 - - 06 07 20 03
::;‘:AL . X TN W W % % T TR oW
STUDIES
CONTEXT: )
1: 32 02 - - - 53 03 01 - -
2: 62 36 ol - - b7 s 09 09 -
3: 05 51 k2 05 - - Ly 50 7 10
b - - ) 87 - - 03 38 02 86
5: - - - - - - - - . -
Other: 02 ok o7 - - - 05 03 09 03
None: - 07 05 o8 - - - 01 02 M
101% Ic0p To0¥ 100% 106 71008 oz Yoor 100%

Q ’ .
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APPENDIX € (vont,)

Tadle 4 ABILITY PLACENENT IN OTHER MAJOR SUBJECT AREAS DY ABILITY CONTEXT
IN EGLISH AND SCHOCL CLASS 1IN TWELYIH GRADE

Class of 19%9: Class o” 1970
ENCLISH CONTEXT: 1 2 3 L 5 by 2 2 4 s
LANGUAGE
CONTEXT:
1: - - - - - . - - - - -
2: 1 02 - - - - 06 03 01 01
3: 07 08 ok - - ok 12 05 01 -
'Y - 0l 02 0l o1 - 03 01 03 -
5: - - - - - - - - - -
Other: 26 25 26 02 03 38 15 17 10 oh
Fones TG T % ToN Tow T8 Toi TWF Tow T
WATH (s%) (118) (203) (87) (114) (2u) (34 (01) (197) (203)
CONTEXT:
1: 17 0l - - - 58 26 03 - -
2: 46 27 07 - - - - - - -
3: 02 19 15 01 o1 o8 26 28 11 01
4 06 13 33 16 22 - - 02 o4 0l
5: - 01 03 K | L6 - - 05 16 32
Other: ok 03 13 13 1 13 15 3 3 25
:::;:‘CE B T TR W Tw 0% G Tom Tow Tom
CONTEAT:
1: - - - - - - - - - -
23 78 43 24 02 - 63 35 12 06 -
3: 07 28 27 - - 21 b7 49 25 02
-42 - 0z 03 - 09 - - 03 03 06
52 - - - - - - - - - -
Other: 02 06 06 - ol 13 06 09 06 06
. None: Y%gﬁ 1_02%% T(%ﬁ Tg%ﬂ’ _1_8_& o4 12 28 6o 86
SOCIAL % 10 I601% 7Joos 7101w To0x TO%A
STUDIES
CONTEXT:
1: n - 01 - - 58 - 01 - -
2: 37 30 o7 0z - 25 77 22 02 -
32 19 53 33 07 - 13 21 57 L6 05
4 02 1 51 28 01 - - 11 39 69
5: - 02 05 56 9l - - 01 ok 13
Other: 02 03 02 06 ol ok 03 o8 06 13
Hone: - 03 o1 01 02 - - - ol 01
101% Toz4 Toof Tgob 1014 To0z 1015 TYoor 161F IR
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APPENDIX D

REPLICATION OF GHAPTER ¢ iX  TADULAR ANAL ¥ES UTILIZTNG A SAMELE
LIMITED TO STUDENTS WITH JUNIOR HIGH SeHOCL 1.3. SCORES

{Note: The purvose of this anpendix is to valliate the J.d. control
ut{lized &n Chanler Jlwe  Tablern D1 to DX nve mntched to
Tablen v.1 to o0 $N all respects but s elimination of
students without X.Q. scores,

Table D.1 ACADIMIC IDSHIIFICATION BY SovIa SWNTUS  AND ABILITY CONTEXT
- IN NINTE GRADE ENGIASH

ABILITY CONTEXT: Hirh - Low
1 2 32 3 5
SOCIAL = = - -
STATUS: Hirkh  Low High Lov dich  Lew Hish  Lew Hich L.
Identifier: (8) %) 773 65% Y54 ng 2u% 20% 24% 5%
Neutral: ~ (1) 1% 198 9% 32% b2 26% 50% 35%
Renegade: - (1) 4% 12% 6 18% e 1 2% 19%
PreSenior: - - 5% L 4 8% 8% 1% 108 2% 10
(8) (5 (79)  (26) (1%2) (71) (11%) (91) (46) (31)
Mean Junior
High School I.Q.: 125 124 18 112 104 1085 96 94 89 87
Table D.2 ACADEMIC IDENTIFICATION BY SOCIAL STATUS  AND GRADING CONTEXT
IN NINTH GRADE ENGLISH
GRADING CONTEXT: Hiph Low
1 2
SOCIAL = - =
STATUS: Hirh  Lov Hirh  Low Hizh Lew
Identifier: 6ug hox 488 33% 7% 35%
Neutral: 21% 25% y¥ 348 g 35%
Renegade: 9% 278 0k 2u% 7% 23%
PreSenior: 6% 5% % = d 10% 8%
(101) (W)  (149) {76) (139) {101)
Mean Junior
High School I.J.: 109 101 102 102 99 . 96
r
Table D.3 ACADEMIC IDENTIFICATION BY &HOCIAL STATUS  AND LETTER GRADE
. IN NINTI GRADE EIGLISH
LETTER
GRADE: A B [4 D E
SOCYAL STATUS: Eich Low ol Low Hirh  Low Hirh  Low Hirh Lo
Identifier: 65 (1) €9 Cs% ot uog ag 7% 1% 218
Neutral* 29% - 218  26% 208 27% hgg  usg 293  21%
Renegade: - - 5% €% 100 24 20% 154 325 25%
PreSenior: 6% - 5% % 5% L% 9% % 20% 225
(17) (1) (8u)  (38) (162) (79) {89) (F3) (1) (78)
Mean Junior
High School I.«.: 112 . 107 105 102 100 00 98 97 96

*Meon I.Q. scores are not reported on fewer than five subjects.
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APPENDIX D (cont.)

Table D.U  ACADBMIC IDENTIFICATION BY SOCIAL STATUS  AND ABILITY CONTEXT
AND GRADING CONTEXT 1N NINTi# GRADE ENGLISH

ABILITY
CONTEXT: High Low
GRADING
CONTEXT: Hich Low High Low
SOCIAL STATUS: High Low Hich Low Hirh Low Hich Low
ldentifier: 5 43% 38% 5%% 29? 26% 18% 22%
Neutral: 228 30% 46%  25% uhg " 328 hsg Loz
Renegade: 5% 18% 5% 14% 18% 33% 28% 26% .
PreSenior: 5% 9% 11% 3% 10% 9% 9% 112
(166) (67) (63) (36) (84) (57) (76) (65)
Mean Junior
High School I.Q.: 110 109 106 106 ol 92 94 91
Xean. b 208
ar=2 ar=2
p<.001 p<.10

Table D.5 LETTER GRADE IN NINTH GRADE ENGLISE BY SOCIAL STATYS  ARD
ABILITY CONTEXT AKD GRADING CONTEXT

ABILITY
CONTEXT: High Low
GRADING
CONTEXT: High Low High Low
SOCIAL STATUS: Hich Low (High Low Eigh Low High Low
.. At - ug - 2% - 10% % 1% -
-7 B: 25%  18% 13% 198 315 23% 11% 3%
c: ur%  39% 35%  28% sz 37% 39% 34
D: 206 3% 35%  bug 12% 3% 32%  L4o%
E: u% 9% 16% 8% 2% 7% 17% 23%
(165) (67) (63)- (36) (84) (57) (76)  (65)
Mean Junior
High School I.Q.: 110 109 106 106 1 92 oy 91
xz= 5 z‘=n,5 x‘gs.]_
ar=2 ar=2 dr=2
p<.01 . P<.005 p<.10

' Table D.6 ACADEMIC IDENTIFICATION BY SOCIAL STATUS  ARD ABILITY CONTEXT

N AND LETTER GRADE IN NINTH GRADE ENGLISH
ABILITY H
CONTEXT: igh L
LETTER * i
GRADE:  AB e DE 2B : [ DE
SOTIAL STATUS: Hirh Low High Low High Low High Low High  Low High Low
Identifier: 90%  B8U4% 63% 50% 307 27% hop  Wug 28%  35% i 2 & 14
Neutral: 0 1% 0%  28% bsg  35% Bug g ueE  26% 3z g
Renegade: - 5% 3% 8% 3% 27% 9% 6% 19%  37% 39% 327
PreSenior: 3% - ‘ug 6% 13%  10% 7% 6% 7% % g 16%
i (5%) (39) (100) (36) (71}  (48) (43)  (16) (68) (#3) (%)  (63)
Mean Junior
High 1.Q.: 11 111 107 109 104 107 99 96 92 93 91 90

ERIC -
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LETTER
GRADE:

SCCIAL STATUS: iiigh

Identifier:
Neutral:
Renegade:
PreSenior:

Mean Junior
High I.Q.:

Teble D.7 ACADEMIC IDENTIFICATION BY

GRADIN:
CONTEXT: Hirch
AB c
7% 62% 52%  U7%
20% 2% 3% 30%
ug 8% 9% 19%
5% g 5% bz
(83) (26) (116) (47)
109 ¢k 102 102
X=1.0 x=3.6
ar=1 ars=2
p<.lo p<.10

APPENDIX D (cont.)

SCCIAL STATUS

196

AND GRADIING CONTEXT

AND LETTER GRADE 1N NINTH GRADE ENGLISH

DE
Hich Lox
33 12
3% 33
22% 399
12% 16%
(51) (51)
102 100
2
X-7,9
dr=2
p<.025

(18)

105

Low

(n

Table D.8 ACADRIC IDENTIFICATION BY SCCIAL STATUS
AND GRADING-CONTEXT AND LETTER GRADE IN WINTH GRADE EHGLISH

Iz

High
)
(1)

(a}
(9)
110

A

Hizh
(3)
(5)
(1)

(9)
100

Low

(6)
(1)

(7
107

Low
(1)
(1)

&)

»

Low
c DE
High Lou High Lou
bog  ung 9% 23%
bog  22% 52%  U3®
12%  31% 25%  22%
6% 3% 1% 123
(52) (32 (69) (60)
99 93 97 95
x:6.0
ar=2
p<.10
AND ABILITY CONTEXT
Low
e E
59%  70% 13% 4%
365  10% 5%  37%
- 20% 9%  16% 1
5% - 168 5% ‘
(22) (20) (32) (29) |
108 109 102d 104 ‘
|
Lo |
c DE |
High Low- High Low |
0% 32 5%  15%
43%  27% 53%  46% )
20%  36% 8%  2h
7% 5% % 15%
(30) (22) (31)  (4y)
gl 92 92

ABILITY )
CONTEXT: High
GRADING
CONTEXT: High
LETTER
GRADE: AB ¢ DE
SOCIAL STATUS: Hish Low High Low High Low
Identiffer: 928  83% 6u3  s5uU% L% 17%
Neutrel: 6% 8% 28% 35% 3% 34%
Reniegade: - 8% L% L% 15% 34%
PreSenior: % - L% 8% 10% 14%
i (59) (12) (78) (26) (39) (29)
Mean Junior
High I.Q.: 115a 114 108b 109 106¢ 108
ABILITY
CONTEXT: Low
GRADING
CONTEXT: High
LETTER
GRADE: B c DE
SOCIAL STATUS: Hish Low High Low High Low
Identifier: % b3g 26%  38% - 5%
Neutrel: ng 1% 7% 2iz 423 32%
Renegade: 9% 7% . 18%  38% bz Usm
PreSentor: 9% % 8% - 17% 18%
(3 (v (38) (22) (12) (22)
Mean Junior
High I.Q.: 99 97 92e 9l 89 88
*ean I.Q, scores are not reported on fewer thon five subjecte.
exm1 . b2k 5 °2=6,1 d2%6.0 exzy .
drsl ar=1 dar=2 dr=2 dars=2
p<.10 p<.JO p<.05 p¢<.10 p< 10
[‘

91
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APPENDIX E
] H.S.
2
( ) 3 Neither
(last) (First) (middle)
Transurbia School Records Code Sheet
1.0. #
Grades attended: 7th 8th 9th 10th  Alth  12th
Transferred into: between grades 7 and 12
El. School: 01 02 03 04 05

06 07 08 09 10
11T 12 13 14 15 OTHER

Jr. High: 1 2 3 4 5 6
7  OTHER

Lives with: Fc;ther & Mother_1 M. only 2 F:. only 3 Other 4
Fat'her's Ed.: Elemonly 1 Some H.S. 2 H.S. Grad 3 College__{_
Father's Occ'up.: Unemployed 1 Unskilled 2 Skilled 3

White Collar 4 Professional 5

Reason Left: Graduated Private School Moved  Siill in School

1 2 3 4
Institution  Hospital  Pregnant  Dropout
5 6 7 8

Program: ' CP_]__ General 2 Buisiness__3__

Race: Black 1 White 2 Puerto Rican 3 Other 4
Sex: Male_ 1 Female 2

Rank in Graduating Class: (1)

Sports: Basketball or Football 1 Other 2 None. 3
Other Activities: Student Gov't or Class Council 1

Band or Chorus 2
Special |ntete§F—C_|ubs_§__

197

‘65 (1)

'69 (2)

'70 (3)

Column# -
1-5
<6-11
12

13-14

15

18
19

20
21
22
23-24
25
26

27
28

4 —




R o

amt £

Page 2 : 1.D.# .
Column ¥
Discipline Record:  Yes 1 29
Psychological: Yes 1 30
Remedial Reading: Yes 1 31
Modal Grades: A B C D E
(circle) 10th 1 2 3 4 5 32
12th: 1 2 3 4 5 33
Total absences: 10th grade 34-35
12th grade 36-37
Track: 10th Gr.: 0 1 2 3 4 5 6 7 8 9 10 11 12. 13 38-39
Eng. : :
MthGr.: 01 2 3 45 6 7 8 92 10 11 12 13  40-41
Math
12th Gro: 0 1 2 3 4 5 6 7 8 9 10 11 12 13 42-43
Eng.
12h Gr.: 0 1 2 3 4 5 6 7 8.9 10-11 12 13 44-45
Math ‘
7th. Grade Homeroom # ~ (Sch.: )
7th Grade Track: Top 1 Middle 2 Bottom 3 46
Modal Grade (7th Gr.): A 1 B 2 C 3 D 4 E 5 47
Total Absences: 7th Grade 48-49
Jr. High Sch. 1.Q.: (Lorge Thorndike) 50-52
Otis 1.Q. (local grping): 1 2 3 4 5 6 7 8 9 10 11 12 53-54
Jr. High Reading Level ( ) - G.L. (. ) = 55-57
(date) ( ) Arith. Level ( . )~-G.L. ( . )= 58-60
Metropolitan 1 lowa 2 Stanford 3 OTHER 4 61
SCAT Scores:
(Compute 9th Grade: Language percentile 62-63
percentile Math percentile 64-65
average from  1ith Grade: Language percentile 66-67
range, rounding Math percentile 68-69

upl111)
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Page 3 1.D.#

Scholastic Aptitude: Verbal
(CEEB) Math
(Use highest scores)

College Plans: None 1 College or 2-yr. Technical 2

4-yr, Public College in State 3

——

4-yr. College (private or out of state) 4

Name of College

Coded by

199

Column #

70-72

73

76

~75




